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ABSTRACT

Approaches to the study of student outcomes at Alyerno ,LnclUde measuring
performance in t1 urric i wind student changes, on measures indicati e
of human.potential for c Live development, learning stylus and gehric
abilitieS (Mentkowski & ,j.raTt, 1983).' This' study'expIores.si,udent,
perspectives onglkearning as another valuable data source for validafing.,
abilities learned in college (Mentkowski & Doherty,.1933): Hoy dcCstudents
understand justify-learnibg outcomes? How do they.undeYstandjiberal

'learning as releVant.to performance in personal and professional roles ?'
Detailed Analysis of-Interviews frorri 13-traditional age studentsdt the end
of th junior year were supported 13-57 systeOntic reading of 100 interviews
from 37 women - students interviewed longitudirMly at the end' of each college
'yearualaat'iye methodology was selected that reognzeS (tile subjective
nature of the data and treats this as a valuable source. Systematic proce-

'dures. were devised for construction of content patterns representing student
perspectives on how they'understand and iustify learning and giverveaning to
day.to day learning experience.

Two outstanding patterns consistent with curricular emphasis a.d student
orientation appear. First, students express a career centered rationale
for college education. Learning is justi4ed primarily in terms of,its .

relevance to practicing a particular career after college. Second is a
heavy emphasis on learning "how-to-de things; learning is or ought to be
useful. Students49regafd the learning'process as concerned with teachihg ;

them how to perform and apply what they know. The meaningfulness of' day to
day learning experiences i8 predicated upon perceived relevance of these
experiences to professional performance. While students express dissatig-
faction with learning experiences for which they cannot find career relevance,
they succeed in developing a justificatory rationale for assimilating all

ds of learning including "wellrqunledness," a variety of discipline
2(1)- tent areas and the competenceSc CD the-idea of professional role

rformance. For these students, the competences are central-to the
structuring of learning to perfOrm; "use" or "application" of learning ,

refers to the competermes. Other kinds of substantive knOwledge, obserya-
0.ons, ideas, ccIncepts, tteoVresand so, on, are assimilateA to the competences
which structure learning to perform; and are linked to role\performance.
Competences offer ways of looklng at things,-)lays of undersihending,'ways'
4o be aware of what is iOVortant. Students experience the cvipetences as
Teaningful and useful and anticipate their application to the work setting.

`Tor comPetences CommUnicatiunspand Social Interaction, for example, students.
report feelings of increased mastery, control and certainty. in three areas

:that students regard as important and which are often problematic for
young women: interpersonal relations, identity and per"-onal choice. The
compfttences' support student's perceptions of being more 'in contrdl. and More'
effectivp7in common evdryeay social and work settings, incruding those
encountered in off-campus experiential learning settings,cand personal life.
Through'experiential'validation of the competence's, students are able to
construct justi;fication for liberal learning in which personal growth
and effectiveness mediate between educational experience and concepts of
pl'ofessional role performance.

ti
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STUDENT PERSPECTIVES ON .LIBERAL LEARNING
AT ALVERNO COLLEGE:

JUSTIFYING LEARNING AS RELE'ANT TO
PERFORMANCE IlePERSONAL AND PFOFESSIONAL ,ROLES

Nancy Much Marcia MentkOwiki

.41

Office of Research & Evaluation
ALVERNO COLLEGE

INTRODUCTION

Introducing new constructs about liberal learning in higher education

curricula is expected to have benefits for students. Any attempt at

validating such constructs needs to consider how students understand and

make meaning about learning and its outcomes.' While there may be numerous

criticisms about existin4 educational curriculum, replacing Qld concepts

about learning and its outcomes with new ones is no guarantee that students

will begin to understand learning differently. Without -rich understanding,

we cannot .xpect that N _s will las, and colleg that learning in

college will transfer to personal and professional roles afterwards.

A major question NI this study is "How do students understand and

justify learning?" The question is one researched as part ofea large study

designed to establish the validity of college outcomes (Mentkowski & Doherty,

1977; 1983). The Alverno faculty created a curriculum centered around

identifying, defining,,and assessing the outcomes of liberal learning. They

1,
Learning" and "learning outcomes" ran often be used simultaneously.

Learning generally refers to a process. outcomes at Alverno include
procesn and since Lhe major ,ntcome is growth, "outcome" is thought of
as a process, rather than a static ability. The term "outcome" conveys thiat

otle can observe a measure performance from which,,realizing an outcome can
be inferred.
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are now interested to knowthe extent to which these structure6 for learning

are understood by students. Constructs about learning and learning outcomes

described in the faculty's Liberal Learnipg at Alverno College have been

Why do students think they -should,learn? ;,1

A col-lege can have more confidence iai. the yali-dity of -its curriculum if

. .

. i

. .

it can demonstrate -that changes occur in studenroeerspective on leaining.

In a student-centered eduI caonal insCitution
..0

understanding student.

perspectives on learning is essential to curriculum development. Given

student concern that' higher education demonstr:

,'education to work focusing-on- student 'perspec ;ves 1:s. important to

assessing how we-11 students perceive college aj meeting.Obir own need-s.

At the same time, facUlty are asking questiions about the.extent to which

the relit ionsitipo t

tradi LOHAL liberal alts outcomes such as critical thinking and personal

growth can survive students' current Loncern
;--

stone to careen

This paper describes the process by whicIll liberal._ learning-at, Alv-yxlio

becomes Assimilated into students' rationale. foT-learning.: This 're,poTt-

describes student perspectives. Because of tht2 nature of the methodology,

and because we are aware of the dialectic between the person and educational

experiences, we hesitate to identify causes for student'cOnstructioos.

While the analysis is primarily descriptive, our interpretations will refer

to goals and objectives, and what we believe to be the more common practices

f t i . , lig pro, -;s. Following this description of st ud(>ift

1,

constructions, we will discuss What meaning these constructions have in the

context of the le,rning process as understood by the faculty. The

See Mentkov7ski and Doherty, 1983 for a fuller treatment of this issue.

0
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discussion will* alsoclarify the results in relation ,to the validity of

learning outcomes. Finally, we will identify outcomes that we have

glimpsed in our analysis of student perspectives, ana raise several

issues for further analysis of student thinking.

This study of student perspectives on learning will give faculty

insight into learning outcomes and benefits understood by students. As

such^this study is another way to validate the learning.proces's: Further,

allows us to identify areas of further study that can clarify develop-

mental patterns, allow us to ask ascriptive questions, and ultimately allow
_ e

faculty to prescribe learning that is more effective in promoting student

growth.

The Meaning of Liberal Learning
.

,College4 and niversities are social SyStems whose reason for being )

is the pursuit of learning. These institutions have other functions '

for-their participants and for society. Participants may have many kinds.

4

of reasons for their involvement. Learning, particularly curricular

learning, does not always define a studentis purpose for being in college,

but it does constitute the conditions of his or her participat'on. Persons
rb

who enroll as students in institutions of higher learning allocate much of

their time an, attention to,various ways of learning in the curriculum,

whether this is primary, instrumental or incidental to their actual'

purposes or resson,s for being in-School. Along the, way, college students

typically realize learning outcomes they were unaware of when they

eneblled, or that are more incidental to curricular learning. Sol: of

these outcomes are accounted for among the stated purposes of undergraduate

institutions (e.g. imparting a "compelling awareness of the o igations



,

higher education imposes,'I'' Arve'rno'College. Faculty, 1976), and some Are

\,
-----mkc7h less/ explicit (e.g. leaTnin)2; indepiindence from one' s family or t °

.

finding a'life partner). Various (kinds of incicn41 learning may hold
fi

(

a high place in a's;.c..N.dnt's hierarchy of reasons for being in school,

.

Ind may weigh heavily in. accounting for outcomes of higher education.,

such il lWhile we recognize the importance of sucu earning
,
the scope of

this report is limited to learning students engage in as part of the

Al vc rno learning procqss. This report examines how Alverrro students

talk about learning. What is it students believe theufse 1 ves to be

learning 'and how do they explain and justify; not being at 'Alverno, but

those activities they 4y,. day tb day to ful I i 1 1 the conditions of the ir

pa,t- t ic pa t ion in the curriculum?

Curricular learning is traditionally partitioned according to
4

academic disciplines or " f ie 1 ds . " Such classifications bre down the
,

more )mplex a student's learning becomes and educators 'often tacitly

'hope\ that-`st ur.jents will di r ever certain re lat ionships, among sub _jct

matt-el- and ri lethods of various fields which would ultima tely yield btiad

outcomes. Nevertheless, 1 ea i n-g by "subject" H highly cons is,tent with
k

the way traditional ighe r education structures its resources for

'distribution. Students a r-4, oriented in the selective allocation of the r

resources, by this structure. Within the study of any given field, t is

possible co, dist inguish several kinds of learning. We speak of facts and

observat ns and of concepts, theories and frameworks for organizing them.

We also spe I, me thoN, processes skills and 11311---:1).ties\sfor practicing

4

A ,1;,. ield ?s a discipline or, profession.

Tfliv Al ve mid curficulum departs from the raditional structure of

'
learning by ie id a lone . (in the one h nd, A Ore rno s curr i cu 1 um. :s t ruct u re s

-Nst)

)
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learning accordingto the ,academic discipi4nes and profess\ions in the

usual way. On the other hand, the competences present an array of

frameworks for performing, mastwryeof which are required fo

degree. The competences structure learning according to how

used. Each -competence is understood as interrelatet'w.

r'
an Alverno

it is

others,

and as derived from and integral to the academic disciplines and

.professions whose practice.c?eates the contexts for performance. The

competences are:

Communications
Analysis
Problem Solving

o Valuing ti

Social Interaction
Taking Responsibility for the Environment
Involvement in the Contemporary World

o Aesthetic Response aL
Each competence i defined,through a set of six pedagogical levels._ What

the competences haye in common is that the constitute frameworks far

processing infdrmation, models for think about, models f6r'undertanding,

0

each with corollary criteria for erfo e. Competences are defined as

developmental, generic and holistic (Alverno College Faculty, '1979), because-

A .

the college takes'on the responsibility for contributing to the development

of lifelong learners, and for being a catalyst for arning in college that

continues ofterwards.'

For a competence to be developmental means that the outcome is

descriptive of an ability that can be taught. Thus, a competencean
,.._ r' . 1.

be broken len into sequential .pedagogical ievelLs that describe increasingly
.. .

L

complex element. and/ory cesses which are acquired by students over time

and A.ere each level requires a more complex demonstration of the competence.

---(1;

(

Further, Tmpetence that are developmental continue to develop after college,
20

as additional learning experiences contribute toward greater complexity.

ti
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/ Eon a`competence to be holistic means .that 'eac .developing cOmpetencel-
,

involves the whole person, althOugh .tomp4x compA"ences knclude e skill or

i
vioral component, a knowledge componnt, a self-percbption.cOmponent, and a

motivation or dispoOtipn component. /
All or some of the elements of theo.Competence can be - inferred from.

abservaablt performance. Traditionally, colLegeS have reqUired
s,\

demonstration of only the knowledge comRonent of clompete ces.. YPaen
. 4,.....' .,

outcomes are defined holistically; k owledge, skill; attitudes, self-
.7,

.

cp,

perception and disposition components are spe'cified. When a.competen,ce ' r

,

4.4 ..

. ,...

is performed in a particular context, it is defined.oin observable. behaviors..
;

The emphasis is on learning'how to pei-form as wele as on what,to
.

luarn:J.

i
,

I
. .

Identifying outcomes as holistic means that multipfe components of ai _ ct ...,

competence will'be identified. These comwtences are expected to becpme
. ,

'integrated with others and,-internatizediGompetence's thus be'cpme

characteristics of the person. an

For a competence to.s.be generic mean` that.the'-develOping, hOListic'

abili t Apsfers across situations an setttg.... he kinds -d sdeUaCion
-,,-'' 1/2,..' ,:1,',

k '

to which competences Jr,e txpected tran:Sfer inclji those a student
,

.

,

-.).... ., i% .

r,,
encounters in exercising,multitile roles.V lne concepts of competence

situations itr relation to conte', ts.implies effective.oerformance acr-os

.

Generic co4etences are expected to traffsfer not only to .situations in
,.

. d/

..,. )a,.
coli5se ,and work,, but

/
_also to personal ,ind p.rofessionalvrole0% after-- college, .

- .

Outcomes of college therefore include growth in stOdent firce,p(ion,s of 'Cle

. .

selfras a learner. In addition to her performance, StU'dent perceptions-are

. .k

..

,/'

equally valuable outcomes, of college

.

The copV7Tence-----,s are learned in'-rel..ation.rEobstantiv6
4
knoOtedge,

- .\,___-2-'

methods, p,z-*)cesses, skills and abilities of th'e y-eldsor diSLiplines,

1 -
e
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METHOD

Sample

A total of 82 students randomly selected from.the 1976 and 1977

entrance 6ohorts and 37 students randomly selected from the 1978 graduating

comprise the full sample of Alverno students participating, in the

study of student and alumha pell-spectives on liberal learning. Students

from the 19/6 and 197/ entrance cohorts participated in the =nterview

Lowd1,1 the errs e;,L11 vcar.la college ovt.x period of four years Since

*.\

t.h,l, was afft 'Lion auxins.; (Alone lour yells from the interview sample,

, Hind 1 1 11,,t,e1 t_ideioxi were added towoid the cud of the second year to

kcUp mple size at the same uumher._,Florn the 19/6 entrance cohort,

r)1 ItlldentI Wert ori.,,iiL11 interviewed. 'Here war. - attrition dur,
he second year, and students were added. rhis grontilithen continued.

throu'iThouti the remainiir', two venrs. From tlui 1977 ofntrnee cohort, 61

wer'4..tuterviewed the first vpar. Yhorc was some ai_tritiA theNsecond year

(two scadvats) and the third (one student) but stuirtuts adacd the second

vc-ell kept. I lic cxxu.,;exiiient 1/, however, while the sximpl is

ot a! :it IL, v e- 4.7 d tIlur vent :"( It r1(1111hC r :it udent

with VI cumpicto tat of somewiirit less than 82. Mlle

l',11 !lc( Iut not I I 0:;; dill I 0 trit VIII, w;i!;

IV111 11114.10 1.7C1 I. I it I1 V I I 1111 .'.1 9(111.1( illy, ,.(.11101

tip put i c i p.it (.(I I n .1 1,11 I owttp i nt e ry

,./ i,011 .11/1 .l i I Iljt I I I , 1'18

1111' Clit 111111 1.7.

(1,10 VCArS

';( I I ,1,11 r, i 011.11 at ndellt I

I 1')/ / (II .111(4 (1,11)1 it.III 1111111j1 I IH (1 ill jtuiui l ,1 nl 11 vi'W

I I I'll l11.1 111.11 '," o'd ( ( I (..1,(
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The. following analysis was conducted on n sample of'13 third year

Lnteryiews of 13 Terno students from the 191 entxance cohort.

Longitudinal interviews with these same students from the 1976 entrance

cohort, including interviews for four consecutive years of college
4

education, were used to disculs questions regarding the development of

patterns -i,.(Lc:ntitied on the basis of third interview texts. The third

interview was selected as the focal point for analysis because a

'prelimicary reading of 100 texts including all four interviews conducted

at the end ot each yeat in college seemed co tudicate that the third

ihieivicw, osually oLculin6 aL Lite end of Lie Junior year, was the year

mo,i. incense involvement with the educational system. For most students,

this is the year in which concentrated specialization in the major area

begins. Student:, interviewed for the fourth time in the second seilister

near the end of their college experience, often appeared to talk more about

the future thine past and present educational experiences. They seemed to

have begun to disengage their attention from the education, to the work

eoviroumeut

the tent,, t,,m 1,/o ,-ohott, because ,AL

ftil; dw, I[u. S mnp1 watt

availabl,. The :,ample of 1:3 individuals is Ih full sample of 1976 entrance

cohort paw ..i amt at ( el a(1 Fit inn, 1 ol whom t ex I !; I ot all I ,m i

101nterviews existed. While the analy:zis was conduct

4,1,:;,;st (mat ica11,4 on this !;:imp ol 1 i nd v duals 1W) i nt ry 14/;;

1/ t IadIt 1,)11,11 `;t MICH( r. al V,11 I OW, VI ;11 In ()1 I OW HO III' 19 /6

Ind I9// coho:1 11:141 1).-en read .11 le;e,t

ii.11Y-,1!

Ihtouyh, pt i,)1 to h,Tjulthw,

iu AL lip,m Ihe (Hid int,tvii.w. No
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Affe:

absolute claiT can be mask, of course, that the analysis conducted on

thek, sattliplle of 13 is the same as what might have. been derived from the

larger group although a 'Check on the representativeness of the sample

indicated the 13 were representative of the 1976 entrance cohort.
,()

On the basis of the readings of these 25 texts, however, it does appear
V

that_ the 0-esent_ analysis would prove to be an essentially accurate.

iepic5enLe3Llon of peiLLerhs in Lhe larger giourlas well.
T.

Alveruo sLndenLs in [he sample genitally enrolled -in areas of
O

iA)ut,,) LhaL plcpcitt- Lhcm tot specific careers or professions.

by i)oa larg, L1,15 paLlcL. 10 Lypl,ai vi Lhc majority of full time, 4

LtadiLl,tial o6,d brodeut who nit, not_ c,otinuing edhcationsadmissions

;

(although n number of exceptions occur). This sample includes eight Nursing.

;40k
majors, two Education majors, one Music Education major, a Medical

0

Technology major and one student who spent two years as an [ducation

major And then changed her major to library Science, All but one of these

nLuJcilt (the Medical. Technolo)r,; major) entered Alverno Co graduate with

an aiea ot concenttacroo directly teldted to a particular career (although

tw, 7Lcnlcc,Lri lit th, Lohoet for Lhis sample were

r Lnw and DentisLiy.

other cohorts some students were not- preparing for the more usual careers

Ito women. One such slinbuit hoped to become :1 professional wiitei (hut was

tuirt)I led iii :in Education "I o 1a1I back on") , rinolhl1 Ilad a careen

plan combining farming dud aglieultural journalism. All students

interviewed intend to Live "C,IrOCI" .111Cr COIIIT,O, And nom. inteiviewed

ttut oueeit,iin hthi slit, will.

' U



While the proportions of majors in this sample can not be said Co

t
represent the student population, the career orientation of a rs,is

typical. Over 5O7 of full time traditional at d students were Nursing

majors in 1980. Students classified as Arts ants, Humatities, Behavioral,

and Naturfl Sciences, aneFine Arts majors are characteristically also

enrolled in majors or minors related to a paeCicular profession (Education,

Music theielpy, Lltitaty b,;ience, I*Jnagement, etc.), to.which they intend to

apply theit ma]ut (Lugilli, Sociology, About 207, (.)t

Us Alto dud littttta.tltlts ,1 bchavl,tn1 and NaLutal

J1 ii nta].,to wet, m.),,tiub. 1t nnlidgem 1, 1960_

Yhe Alveino Student Perspectyes. Interview (Mentkowski & Much, 1980)

used to generate the data is semi-structured with a set of 24 standard

items and a set of standard probe inquiries. This is true for all except

thc 'list year inLeiviews tut this sample, which were completed before the

interview was developed 1u it's present f61- The essential difference

13 LttfL LAIC- iiALct iLlictvlew more iLem6 rind that these occur in a

op_,A11,J it,, Acycisq,,A yLt Lhc ha513 Ot Lhc

cutller IL t I I t vi.(4 1 111 t ILI

The interview item;; direct the student to specific topics and

resat ott!;11i i); that were Ielt to 1)e important i ilve!; t t I t he

student's, educational experience. Btu- the items are open-ended mid the

respond'ent has considerable leeway to determine the course and emphasis

of the interview. The interview stratemi l4:1!; simply to try In elicit tile

under:it ;nut i lie I i el ill rprl ail intei, et c. , II it t lie st udr llt I e I were

ev;iiii l) 1.;1:11 I I el view t 1111 I I i ut el v t o halve

the iittulind lor hetsell Moilt het cdur.iliouJI expclience. Fhe
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interv_ielwas administered by trained interviewers. Both authors
',

.
. .

participated in interviewing, and trained two additional interviewers

over the four years of the first wave of the longitudinal study on which

these conclusions'are based.

I

I
Procc'durt.

aa 1 1 1,'u ,( ,tt.',ed S tlult llCb 1 1 or Che 1`) -('(') cut_ t

.1, I. t-,1 1,1 11,, I I t 1.1111,' t ((t4,1( 111, (-(1,1 ()1 T dint cdr Ill

1 1 I.. 1, (I., I I( t.yd III.1t 1, 11,(

I 't o ( 1 -1( 1 1 1 I . l l I t, tll

I ,.l I 11 ( c l I c -t 1., 110.'1 Olaf_

II it.1 .1 t !. 1, AiVk lilt 111,' tk,110W111:!.

Studenis were invited to share their collegNexperiences, and Satre

Assured that the interview would be confidential. Students were asked
1

their permission to tape the interview prior to their agreeing o

pdtt1,1pdLc.

ycdt,

Do ocedst,i, Julian thc t,or ydls, Lit iaierviewei sidled additional

./ tC Wtnlr, LI1.1 tdic d I SLlldetltS. lot

11 , ,](ACI1L (,(1L.,1 LhaL I. 11C ..t (Hush hetp Lo v,(, ih s

down dt,)(C some past (If Ltic program," the interviewer would

s Lrtte how imp5>rtnnt it is tint negnt, i ve we 11 ;is posit ive t;t:lident

expel: 011C,e1.; ,'11'e 1 01)1'0:Wilted i II the udy.

AI L ;;Lticlurit r, invited :I greed to phrticiphte, anti :111 but ()Ile student lrom

tI 19 16 nip! 1(177 ent 1-Tinc(. cohort !I con t Ineed t o pnrtlr j pn 4-111-01101011t-

I he t oti H I ht !;I 'lily cy,c(.1)1 tor t b'w;c Who 1.i-1 Al Vet u .

1'I,wrtill the (.11(1 Id vac!' r,occcc(1111},, yenr in cid I (T,(( ,;( were 1

coot ,Ic I (,(1 by ,1 1 (d I or" (1(.!;c1 b h(. rill i«onIi lot pant ici p),Il , :111(1 t fie

I t)
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interviewer then scheduled the interviewee by telephone. The interviewer
...

persisted in contacting a student until a time was set convenient to the

participant'.

Student~ wOo had difficulty :---;chedu1infy4 time were sometimes addi"

("76tacte'd by the Director of, Research in Evaluaticlp, who'

oh,ierved that s-tudent'f-; did intend to partiri ate and perceived themselves

At u, the identity of an interviewee revenlal

L., pet t than Ott 1cr ut Re4.. arch and Evaluation reseAreh stilt f .

Each pc1SOI1 ittLeLvIeWed WdS simultdneously invAved in the

1...u61rudival study of human potential (see this section), and completed

Ltic Human Potential Measures three Limes during their college career.

AL the interview, tudents were again told the rationale, and assured

of confidentiality (cf. Menlkowski & Much, 1980). Interviews ranged

from 1 to 2 hours in length. Following the interview, each student was

informed she could listen to her current or previous tapes should she

wish to do so.

Interviews were transcribed following the interview. sections of

Lk, ILIterview judged relevant tot d particular data analysis question were

and pdt,Lc4 ott t..,ttds f ease in analysis.

Data Analyis

Haviarg asked Alverno students to speak for thelw;elves about their

educational experrnce, it is the analyst's task to devise a fruitful

V

way of "listening" to Chem. Because the texts represent subjective

experiences ()I t wlen ts, it war; decided t t the mos t appropt- n t e nut nne t-

of treatment would account for material in the texts by at(vmpting lo

coinAruct !;tudent perspeclive!; of hey educational environment and her

experieneeN within it. 'I'hir. MAHHOF Of Ireatmeill recogniz!; the albjectivily

1,)
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. .
..

of the material in the texts and treats this subjectivity as valnable?and'

informative in it's own right. It represents educatiotial ex riences 'as

. theN are "real" for thp- s)vdeTits. The analys'is is ,Oerefore concerned,/

with-interpretations of patterpa of meaning.that could be inferred

from interviiw exts. It is an attempt to discern patterns according to

which students conceptually order their experiences.

Such patterns involve-beliefs, interpretations, assumptions, categories,

explanations, reasons, justifications, evaluations and the like. One

Lifip11,e1Ciou. of course, is LtIoL Lhe anjlytic task is the interpretation of

other people's interpeetatious it is not simply to list student beliefs,

assumptions, justifications, et, but to order Chem in such a wav as to

tell more than the students cheMselves have directly said by making

reasonable inferences about what they meant. The analysis is concerned
o

with patterns of meaning in the sense that it concentrates upon the shared II
understandings that_ emerge as coin themes when students speak about

/
their educational experiences. These commonalities must, of course, be

assume d Lo have their individual exceptiv,ins. This analysis, furthermore,

,ysLeHalc1,,Ally excludes information about individual differences, since

IL Wd6 1,ILFIlded Lo whdL is mosL commonly shared by students hit

Alverno, and therefore what most nearly pertains to the educational

environment rather than to the possible range of individual responses

within that environment. A further and more complete analysis, following,

interpretation of data from the llamas Potential. Measures, will include patterns

of variation, including, those that show developmental cinge.

An interpretation' of patterns of meaning, based upon these interview

t exl coti I d have (lea with ( oulii l ss aspect r o I st intent erpei i (awe, 'I'll
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report is not by any means comprehensive. An area for investigation

was selected which was felt to be of central importance for understanding

the student's educational experience avid which would produce an

understanding, of certain broad aspects of- Alverno's newly dOfined

constructs aboilt liberal learriing and for a reftrence point against

which further areas of analysis might be understood. The present

analysis is LonLerned with the student's understanding of liberal

learning in the ,ontext ul Ltw ploLcs, dild the, way,

111 Ovc:, Co pacLILIpaLL0u in the curri,nin.h

It an aCLAJUILL ,t how LL1,- Lud,11L, andetnLand their college

tdu,aLlo,i la general. dud how they understand liberal learAng that

characterizes Alverno in particular.

As the base for our analysis, the interviews have some advantages

as a mode of assessment of student perspectives. First, students are

extensively interviewed by research s?tatf who are not involved in

teaching .md assessment activities, which encourages a more reflective

:iCallu(*A and an opportunity Lo,geuura,L.c a person's perspective_ AL the

of this kind

1i2XLn

7
The data ale isarity 1nco4plete. One wants to know whether what

,students say to each ()filet at rich, in the dorm, during and alter cl ass

I t I.a 1 Iy' t :;:nne :u; what t fle y y to int 01 vi ewe 1-:; n -the DI I i

oI I.: v:i plat i ()11, lw or,c (ItT;Irt [flout_ ca Fry i tw, )1IL t rch . Alli ()in,

want:; to know 111 it hand what are' the experiences in the clas!;Fooms with

Ielerence to which d(.0!; develop theit 1tnd1' t:;1JInlin}yi. And (Mr WOUld

I ke to 11111'1 V 1 1;; Wt I Ih1 ine.11 I !. who .111' 11111)(11 t .1111 a t
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construction of students' experiences. Clearly, the e4eriences:

,

student s relate can, be In 1 1 y undo rstood only in re 1 at ian to t he , con Le XV

u ch t hey happen, and need to reflect an understanding; of this co nt e-x t

Phis work then, fect s the into rprot at, ions of both out hors

One is a-pa i time member of the Office of Evaluation who workeil,

o1 11_ LIvIt t.s and Lho:-ic of the col ; t he Lt her is a

of Lhe,l)tIILe ,Ind LIle Lieulty who has extvns '

4 1 4 4 4 1 4 4 1 : 4 !Sp, ( 4 4 4 , I I I a l l , , 1 111, 1 2 1 , I t t 11 I I.) d 1 ti 1 1-.1c

i Ln4 LL,[ itl,- ldiII u1tt571UOtn tc.,,-,hing and assesL,mcut

0, L,1[.. k ,,,1 !p-,clut b1' L15 11

111It1.11 III

r1c 111.111.111 AL A1v.1-no ordt.v thAL lti induced trots observations of they

domai L 1 I . it thereby t ont ri hut es to Inter rii7u lot ions u1 more
2

precise questions and methods of investi*ition.

S

I Iu

whil,zi the patterns discussed were derived systematically

I I I 3/ tiaditi,,no-1 aged students interviewed,

t I, I rL,, L At in, t 1 11, Ilse knot,/ tc(Igt' of Cll.'

.11 , 444.4 4441. ,11 "( I. Li 11i,,1 I. ,t, 1111. It 01 1 Iii)

W 111 I I, Al v,' II,/ .;1u,11IlIo ,1t I hi.. )11,1 I

vat ions y, r ( Iudi adlltt Iona] texts t hi rd year mit ery i .

The i nt e ry i t hat wore not included in t he Act nal ;catalysis Hey,- rt he less

(1>nt r hut ed much h, An undoorlyill uncle rst an(1111p u1. student pc r,Tect Ives

on t he mills itionai environment as well as experienees'of students within

this env i lolilileltt . They a 1 t,0 a lo ded a merits of compar i t he ny)nlerltS

of t fit' 11'1' !11111)1 t` uI t t I Il' 1' 011t 'ntt, u1. 11111)1'

I it 1 ) 4 1 1 4 1 i l l 4 1 ' 4 4 4 1 f ,I I Ilf ' (III ' I III, I I \it'd ill ;111;11`,"; WI' 11 1)1)1

1 110. I V t 1,(' 1)..1;;)1 itpl))) I Ii ytii. I It I I V I I'tVp(1i 01 .111101w, 1111-; 1

2/2
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Other students said essentially the same kinds of things that these

students dh about their educational experiences. This does not itin
A

that the patterning would have been exactly the same had a larger
0

sample rtr another class been used as the basis of analysis. it doe's,'

1'.

however, g,iP ve reason to believe that the basis of the patterns discernible

among thib sample extends well beyond the particuar experi6nces, of these

13 students and is palL of a mole widely shared perspective on educational

eXpetlen,e.

thlo at/aiysl, LeXLu were read .-and categories

of lugurry were dev,lopcd indu,tivel on th, basis of what students had

couguunicated in the interviews. Throughout the shaping of the categories,

both authors discussed- their characterization in relation r :_o 5/her possible

categories and their meaning: The current analysis followed extensive

"tryouts" of both categories and methOdology by ,Ole authors over a

period of two years. These categories or areas of inquiry followed the

students' structurrng of content. The patterns did not adhere to the

structure imposed by the ihLervlew iLems, but rather CO the structure

that ,a.ered Chettc., 1,beh ,,pokc about_ fticii

educational auaiNsis In I. ,,thcl words, au llrw

by item discussion of interview T(sponses. Textual data were sorted

According to categories of inquiry to which segments of the

pertained. Textual ul.l erial for'all students pertaining to a ,iven area

of inquiry was grouped and analyzed for the patterns of meAning conveyed.

These pat tern:; Ore present ed ;Ind d i i;cti: in t he report t yLdlt tot lows

Discu:;:;iun of inrt i t tit i on:11 ( out ext it i nt !minced whenever knowledge o

this cunt ext to the i tell 6,, i 1,1 Iitv t (ident t y,pec .

2 ),
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ULTS
so,

f rig_ Lea r ng

Tho L on tra1 totals ot- this repo ri is 110L with curt- i Cul ar L o;1 lyl i

uno_lL;rst t;iou v (Al(Alva rno Cu gi Vacuity, 1 9 7?; 1 9 79)--iir 'by

°tile 1- Ott 1. put post' LS Lt> tit.!ti t: I Ibt'i Ifi. rat 10;1;1 lo I or

I a l I I I .lc-1c,I 0,..ad Ly l i d , tlLJ p k a r I_ 1c 1pU11 II' I . t i c osuiri CU I t m IWa

I_ .111,11 It 1,,IL ,-1t1 a I la I low Wkiy:-, ALvtIII,a tit ttdctl L tipt'

.,I,,,,11 t1 Ica I It 114 111114, 1114 I. 4 ,..4 I

. i. a 1,_1, a a I. I. a 111 tat" 4.

1 t 1 t. AL .1,1.1 I 1

.tal,1 1,1 I I II,. %,(1, I. I I I I .11 I LII4

wind. 1.,':II.11111 1S j 1)1(.,1 1, Ifni! I- I t. nns of t s Ft'Lt'Valltt' CU

, t I,tltt iaut,ll 0 1 pro I CO 1 I

k i d t : L I L o I Wily I_ Ilt .a S 011 I 1-(111It'IlL a I

I, lir 111 114:, 1. .114 111114, 0- . a 1,, I I.. a I L4,1,-(11 t ial tr;tI )

.1,1., ILI I .11. _4 lila .,I .4 14i,0111_ 1,41141.11; tla ,talc ( )1 ttuIIl

.1 II t I L I

t1

I

, I 11,-1 i 11111111-, 1 11 ,111.

It

I s ,s1olt11

pt' I SOUL! 1 1 I 1, 1,,

.Itltilt I :,i)tL if IC ( 11.,'(' I rt.' lilt (HI( t'Xf .11 t' .11;;o .

lu:lt nv, it n}', ;n; Re I evant
Co Ca ret'r or Prot oin;1 1 Cole

SCutlt'nt:; in 1111 ;; ;;;Iinp t. I nal I It a' 1),-1 I Iht'y am L' ( )1 it. a.(h1( I on

rah(' tt'rill ttprul o.;;;; °nal " 1s iii;e(1 ro olo I i Ha' ol by ;;Luilciit :; and
i 11 t A I vo r-no con t ext r 11:111 al; l [ld i !;o)c i o 1 c,1 I t r i (el
UI .). afII'; 4)1 pH, 4)1171. f't- I 1), pat t oa it Ili vi et.) i 1111' W() 1".1<

,;1!; it)11, 1 o:t' tat- 1)1 () ()It ;Ind ol ;;in; all 1 I c iiiko:; 111 t po poct i voi;
III t :Li only "Ro lat i rt',U:k111;11 .11111 la 1 t) I,t'';!; 1 al11,11 1) t'!;"

2 i
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chiefly ,as preparation forOrk Their expressed interests, motives,
, 1

purposes apd l!eduLational philosophiv"are strong y caree'r centered.

It.

The folloipg interview excerpts represent Cb. ways in which these

students expres thjir career cewtered ori4>ritatiOn. Expmples aie selec-ted

tor the clarity with Which they represent the shAred-understandingind

l.OHUIL011 LI«tuco CAPILLIIIY OL cXpieJ5t2tokill the body .of intelview

L,At the inbinn,c,, oven ale tiol, vI Loule exhau6Live.

aiap116 pdLtUlhb

I L ,l11 a llIt.,11 .1101 _. e Xt. l._ tiL, 1 Ni,, L,Nly I ,11 .. ./11l .,, ILI, ttoe %.,t Lent a.etpto

I, ,,,...1, LI,k-, 10,i 'ill , I. 4.- to., i l [1.11,_S-...44,,,,,Sl i Ikt,Lea41 ol ,oie HUMbelu L,

pc,Sottalt'tc Lh tia,Le!S_ All Lla,,cS ulc ati,1 ate selected truth

name lists-that exclude the actual names at all participants in the study.

Identifying informafion is expunged, and the excerptS are occasionally

edited for clarity. Interviewer speech is indicated with italics.

I'd like to shift the conversation again, and talk a little bit
about wharf being here means to you with respect to your own

goals and values. . . I'd like to begin by asking_ you why you

decided to go to college... eta , I

ldectdcd Co go co college LcLeioc I wanted to be trained to do
something that I onjoy doing. I did,not just want to go our and
geta factory job and make lois of money. I wanted to du something
I felt was a part of me. I fele that what I wanted to do required
a college education (Jennifer, Nursing(: 1911), p.I9).

A
What magor goals did Vzhave when you entere)eAlverno?

o

I wanted nu'rsing and I wanted to learn as muA as could and I wanted

to be a good nurse. I figured that by going through all this, h wanted

to survive. That maybe was my main goal, to be h good nurse
(Nichol, Nnrsitu,,, 1979,' p.16).

2,3
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.

Have your goals changed a\t all,since you camehere? Jo you have" goals

now that you di.sin-L-t7hen you. first ,entered. or do' any of tlAe, goals

when y4first entereWseem less, worqwhile rid14 , r
., ..

T,

-Now that I have, te9 e4ait...:I'.velecidedrnzi my rti t'S.ctefinitely'

Med Tech. I think my goalAis to get over,to 'and 0(_tte I well

and'pass my boards and become boMed Techt4.:4 tid.ink-that is,my ain goal

that I atn working on right now. I havestib.givals tinder th;..ap: 'do;

good in immunology... get this,paper'dyn.e and wotk qv goals int the

projects. But other than that, it is j'4't prepay-1_ mys,e11'.;fo Med TeCh..

(Viigiula. Mcdi,al.Tchnology, 1979, pp.16-19).

t,. lt ./11,. z,

-4
ti rptn.31 velicss -apott

, , t L., Ou.1 I oft 1 L uks L

.L -i Attu] lt,iVc. gone oChuiwis .- She

wk, I a I,s. C L ti Chat._ .5hc t.,;itut.. Co

h.id c, pl. att-, witen :ill,' tA, itd ,tor' plans for an area t.) I con cent rat ion.

By her junior year, howtkier, she has become career centered anti expresses

Lily 01 lcIlL atloti Lit many W.iyz, t iutiOlutit. tier rvlrw. .

t,i1C1111.1 11 1.1 l1ttictpaL1uIl lo t h, cull1culum, st udcnt s Li/pi cal 1 Y.

,, 1 clx It

(

L vL It Lc1.csL tm, L CLIC loll L0 111C 1 r MOS I tlii L't

t, 1 I y 0,t. r 1 ous 1v "

,/c11 uo, that I. au, lu Ifly ],.glut yell I 1,...1 1. l betier Thal
we are ,mphsiziug the Nursing and the medical more. But in your
first few years it's just frustrating when you don't feel thelre is
any significance to some of the things you are learning.
(Bernadinc, Ntir.-; 19 /9 p,

Do you think your own changes in attitude have affected your learning?

Oh sure. I think that I can look at- my learning or homework...
more as seeing a purpose/behind it:moi-e how it is going to affect
myself in my career late on Right ow in Nursing ... we're learning
About diseases and medicites and ho'w o do things, whereas Freshman
year we were learning sci aces and anatomy.... I would say; yeah, I
see how (this applies, in it hafj become- directly oriented to what I

am interested in. I think that ha:; affected it too.

(Leanne, Nursing;, 1'9M, 1)1).8-9). e B
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Do you think your own changes in attitude have affected your learning?

I learning right now I approach - I think I attack it more.

I don't know if thatis the right word but I take it more seriously

Iihink because I am getting closer to graduation and know that

I've got to learn this....
(Noreen( Education, 1979, pp.12-13)

Your learning ip more important to you now or ...?

...well it defrinitely seems more important to me because right now -I

am in my area Of concentration classes ... when I was a freshman-it

was more academic: history, science and things like that. But now

I'm into my major area of concentration so I'm more gung ho on it

(Noreen, Education, 1'979, pp.12-13)

What do you think made you change?

I think jus.4your interest in your own area of concentration because

once you progress through the years and start taking classes that

you are really into and you are going to apply to your major ...

I got really excited becaustit;;I am actually learning what I will be

doing...my advisor and the instructor, who are both in Sociology, and

myself sat down ... and just went through my program and how they

thou ht I would do ... basically I am an ducation major. I m

going to be a teacher but ... you need tw minors or another m jor

a I aid interested in Sociology ... but generally I'm going to be a

eacher-so maybe I don't put so much emphasis or work into Sociology

s I sho d, or as I do in Education.... (Noreen, Education, 1979, p.6)

Do you think you've changed in the way that you approach learning since

you've been here?

.. a lot of ,-the classes are more related to what I want to do so

of course they're more interesting and I want to pay more attention

and do better \and work harder, that kind of thing. I can't say that

my learning pattern and my study habits are any different than they

were in high school (Eryka, Music Education, 1979, p.12).

So in order to get honors, a student would have to do well in virtually
every course the 're takin , is that what ou mean?

Right. I think that's a neat ideal but if you're really
to learn, you're concentrating on 7..117smething that you want to do for
the rest:of your life and so if you're in Nursing I'll bet you're
not going to put your all into maybe the Indian music_class .., because
it's one of the things you have to take and maybe you'll do well in it

but you dor0,t have time to put in your very very best.
(Eryka, Music Education, 1979, p.16).

2,
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The last excerpt illustrates both Eryka and Noreen's assapten that it is

only natural to value one's career-relevant learning above other subjects,

and she assumes that career-relevant learning is the point of education.

Note the phrase, "if you're really here to learn, you're concentrating on

omething that you want to do for the rest of your life..." Education

is'legiiimated ("really here to lern") by its relevance to a career...to

life after college. Other students share this "philosophy of education"

and attribute it to the institution as well as themselves. Some of their,

accounts (such as the excerpt from Fryka above) suggest that students

take tnis rationale for granted and do not consciously contrast it with

other possiole ways of regarding education, unless they compare their own

educational e.perience to their friends' experiences at other collegfs.

From the standpoint ofAlverno, what do you think the ideal Alverno
graduate would be like? How do they want you to turn out?

I think they want you working in the field they had trained you in....
I think just to carry through with what you are doing, like al).; these
speeches that you've been giving, when some one asks you to give a

speech you should just go up there. I think that is what they have

been preparing y u for.... I think just doing what you do best the way

you learned it here. Taking, like in science, all th techniques

I've been learning in the lab and carrying those withifne and apply
those to my field. That is all I can think of
(Virginia, Medical Technology, 1979, p.7).

What would you want to communicate to a student who is thinking

about coming to Alverno as a new student? What do you think would

be important for them to know?

The major thing I think would be important for them to know is that

when you come to Alverno you have to expect to work.... because they

do have the philosophy of getting women to become professionals and

better themselves, you have to expect to work to get to that point...

Why wouldn't you concentrate on it's an all woman's school and
things like that?

Cause I chink some one who is really interested in getting an education

it doesn't matter that much ... if you are really serious about a career

and really serious about your education something like rh;lt is not

quite as important ... (Jennifer, Nursing, 1979, p.1-2).
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Justifying Learning as Relevant
to Professiondl Performance and Wellroundedness

Students express career or profession centered rationales for their

education and view it as consistent with the college's rationale for the

curriculum, in other words, with the design of their educators. The

meaningfulness of day to y educational experiences of these students

is largely constructed upon perceived relevance of these experiences to

professional performance. Accordingly, they evaluate educational

experience by criteria of relevance to an envisioned career or professional

context, And some relate this to their identity of "becoming a professional"

(e.g. Jennifer), not just an externally based "having a career." Students

consider it natural and desirable'that they should prefer and direct most

of their efforts toward those aspects of the curriculum most directly

relevant to one's career.

But this is not the whole story. Students also refer to Alverno as a

liberal arts college. They consider their education to include "liberal

arts" and recognize "well-roundedness" as part of the institut nal rationale

for the curriculum. The "well-rounded," "liberal arts" background is

expressed as learning which balances the individual's professional education

so that one's career is not "all one knows" or "all one can talk about."

Liberal learning gets assimilated to students' career centered focus

in interesting ways, which will be discussed further on. Where students

are unable to find professional relevance for educational experieil.c4,s, they

may feel justified in rejecting these experiences or criticizing their

inclusion in the curriculum.
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This thing with the curriculum now, what kinds of ch nges would you

really like to see? What are you working_ toward or ((corking for?

My major goae.,,,..is to have learning experiences for students that really

do facilitate nursing 'as nursing is ... I can not see spending time

on a cultural paper when right now with nursing I should be learning

the physiology and nursing interventions and stuff. I should be

concentrating on nursing and not on something that has very little

influence, as to what I am going to learn. What is most important

for the student to learn and to act on th9se, and that is where I am

coming. from when I make my suggestirs. 'What it that the student

needs to know the most about right/low to be able to make them work well

on a unit? And that is something that has little influence on their

learning in that way (Jennifer, Nursing. 1979, pp.15-10.

...I took an integrated competence seminar and I could se whit they're

trying to test but I thought ... it was really dumb. It was right

before recital ... I should have bOx.p practicing during that time.

I had to go up and pretend; I hate those pretending ones. I couldn't

picture myself ever doing that, it didn't relate to anything I'm

going to do .... They said 'Oh, someday you may be a concvned parent

... on a committleel.... But I'm never going to sit in an office on

at,ilrday and dictate my own letters and all the goofy stuff they have

you do up there. And things like that, that really can't apply. I

can't stand things ... that I can not see any potential use fu.

Here's another thing that will happen anywhere, I'll bet you; aving

to take an education class that's so general that like I had to take

a remedial reading class and I'm going to be a music educator ...

going through the class was very upsetting for me because there

was almost no effort for me to apply it to what I'm going to do by the

text we used.... I can't stand things that I can't picture myself

ever applying them. ... I still feel disgust when I think of the times

I sat in those classes and now getting out of them and realizing that

I'm still not going to use that much of them

(Eryka, Music Education, 1979, pp.15 -16).

At the same time, of course, all students are required to participate

in liberal learning courses that are not specifically career related.

The competences are, by intent, generic. The competence criteria for

pe,rformance may be quite specific, but the student is expected to infer

the competences from criteria for performance, and to understand them as

generalizable, not only across disciplines, but across life domains:

education, work and "personal lite." in order to be validated in tin

3 )



25

competence levels, a student will find that she must enroll in courses in

Arts and Humanities, or other traditional liberal arts courses since

certain levels of certain competences can only be colpleted in these

courses. Students often understand that the availability of certain

competence levels is strategically scheduled to ensure that students will

have a A"Wellrounded" background, and this experience may ultimately

elicit a rationale that "wellroundedness" or personal growth is a

positive value.
ti

Learning experiences have many forms, two of which were just described

by Jennifer and Eryka. Competence validation may be awarded for meeting

the criteria of course assessments. More often, projects, reports or

other kinds of performance modes are involved. Most of these learning

experiences and assessments occur in the context of courses and many of

these are part of a student's major curriculum. However, where learning

experiences occur in the context of the student's major discipline, they

may not be concerned with actual technical knowledge of a given field.

Such was the case with the "cultural paper" (Valuing competence) referred

to by Jennifer in the preceding excerpt. The cultural paper is assigned

as part of the Nursing curriculum. The curricular rationales is that an

exercise in the value systems of other subcultures is an

approp- .2. part of professional (as distinguished from the purely

technical) education for nurses, who often must work with people of

different backgrounds. Such an exercise (4!vtains less to the technical

knowledge of nursing, than to the social context in which it occurs.

Students vary in the extent to which they understand such exercises as

relevant to professional performance and can include it in their definitions

of the study of "Nursing."

31
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More often than not, the requirements foriexposure to a variety of

subjects and especially the requirements for extensive involvement with

demonstrating competences-in a variety of disciplines, lead students to

the expressed conclusion that a lot of their education is, in fact,

relevant to their professional education. Students develop a justificatory

system which ultimatelY.assimikates all kinds of learning (i.e. the subject

matter of a variety of disciplines and the competences) ultimately to

career or professional performing, thus drawing institutional conceptions

of liberal learning into their focus on education for work (usually called

either "professional" or "career" preparation by students). Students

perceive that some time is spent in class, for example, going over how

subject matter and/or competences "apply" Co various careers represented

,icrix the students in the class. Students, moreover, sometimes explicitly

attribute their own justificatory rationale to the institution. lIt seems

apparent C'hat students see some instructors helping students to TT-elate"

various kinds of classroom work to future career contexts. Whether with

the help of instructors or on their own, students develop a rationale for

the usefulness of learning in professional performance. The competences in

particular are justified in terms of expected contribution to effective

professional performance.

How would you describe the rationale for the Alverno Learning Process?

What do you thinkthe educational goals of this kind of a program are?

I think the goals are Oat, ... from a nursing perspective because

that is my main area ...to b e an effective nurse, you have to be able

to integrate the things that the competences bring out into your

nursing career, such as social interaction, communication. Those

kind of things you do every day in dealing with your patients. The

ability to analyze and oblemsolve. All those things are necessary

to be effective. Also if you are .. going into adminisLration...

if you want to"be a professional type erson in which you are able to
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deal well in situatipns and feel comfortable dealing with different

situations .... I think you haVe to-be in touch with where you are in

terms of the things that the competences test for ... your analysis

ability ... your ability to stand up on your feet and give a speech ...

being up on current events. All those things are important in a well-

rounded person. (Leanne, Nursing, 1979, pp.4-5).

Well, I just think it's going to benefit you in the long run. When

I graduate I'm going to be able to analyze and problem solve and be,

aware of things I would have never been aware of if I wouldn't have

come here. And I just learned so much being here... and just applying

r-it'to my career is going to be really good.(Noreen, Education, 1979,

PPe3-9).
\

General 'well-roundedness" seems to be assimilated to -a student's

conception of "professionalism" (i.e. career relevance) and to becoming

a professional woman.

From Alverno's standpoint, how do they view the ideal graduate?

How do you think they want people to turn out?

Well, ideally, having knowledge and being able to use it in'many

areas. And I guess I would'have to add to that professional, that

hopefully a graduate fren Alverno would be a professional woman

whether she is a nurse or teacher or manager or whatever. That is

probably the ultimate goal.(Barbara Sue, Education, 1979, pp.8-9).

What does that mean to be a professional? What kind of definition

would you have for a professional woman?

I would think that some one who is professional is well-rounded ...

I mean well-rounded academically but not just concentrated in one area

like lusiness schools ... but have a broad sort of background, a

broad Liberal Arts sort of background. (Barbara Sue, Education, 1979,

pp.8-9).
Students speak broadly, if not specifically of the relatedness of liberal

learning to their career fields.

...I think they teach you to pick out those things like the main

ideas ... that is why they have essay tests ... to get more theory and

the basis rather than, you know, details.... the whole basis of the

program is they should be able to write papers based on these ideas....

pick a basic_idea, relate it to something.... That's another thing with

these CLUs /Competence Learning Units/; like the Environment and

- Contemporary World and Aesthetic Response, you can be relating to that

your field. Most of my CLUs are now relating into my field, Med Tech.

I think that helps prepare you for what you're going into.

(Virgihia, Medi.cal Technology, 1979, p.7).

33
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;

...We don't only have Nursing, but we do have to have the writing
and interacting and outside courses Arts and Humanities
(Bernadine, Nursing, 1979, p.4).

How do you feel about that?

I think it's important. Like in some of my classes that don't have
anything to do with nursing, they still bring it,into Nursing
and I can see a relation to it.(bernadine, Nursing, 1979, p.4).

There are certain exceptivs in the pattern of consensus regarding

career relevant justification of learning. Some students are rather

MO e selectively sanguine about career relevance of) the competences,

0-c--at least the learning experiences representing them. They see some

learning experiences and assessments as useful and regard others as

lacking in applicability (e.g. Jennifer above, on the culture paper.)

or even as outright senseless (Eryka above, on the Integrated Competence

4
Serainar assessment). It is noteworthy that these students express

dissatisfaction with those learning experiences or assessments for which

they can not find career relevance, and that this is consistent with the

general pattern of the justificatory system. The most outstanding case

in this regard is Lena, the text of a Nursing student. Lena does not,

,

in the course co,f her interview, justify the compe_tences by their

professional applications. Lena also expresses the most dissatisfaction

and outright unhappiness with her education of anyone in the sample.

An important pattern to be noted is that half the students (7 of the

13 in the sample) speak about learning outside of their field without,

reference to its usefulness. A number (3 of 13) express intellectual

curiosity and satisfaction related to encountering "new ideas" and

broadening one's awareness, without simultaneously assimilating these'

experiences to professional performance& Awareness of general education

as learning. for its own sake is probably not as important tci- a

3,1
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construction of education centered upon professional preparation for

'All students in the sample. The other half of the students (6 of the

13) in,this sample do not, in the course of -their interviews, refer to

learning in content areas outside their major. If they do, they

mention it to show how.it ultimately relates to their professional

preparation, or alternatively, to express disinterest. Practically all

students justify education through its relation to career, and half

additionally express intellectual curiosity and broadening their

awareness. This is some indication that students' initial justification
*

of education 11-spzeparation for work gradually takes on a concept df

education as "opening one's mind." That this is developmental is an

intriguing hypothesis to be followed in further analyses. Assimilating

"wellroundedness" to one's concept of self andgcoming,a professional"

may be a first step in beginning to understand the v college as

"opening one's-mind," as personal growth.

AY,

Students believe that faculty encourage development: ± \rationales

justifying learning developed by students. But it is posshle that

students learn to repeat or model this rationale without making it pait

of their more internalized belief systems.
4

Do these students reall

believe that liberal learning will enhance their performance of

professional roles? To what extent do they understand the extended

context of,professonal performance implied by this ration/ale? We

cannot conclusively address such questions on the basis of interview

4
The use of the Word "professional" is a case in point. Students

may use the word witaout having internalized the characterizations commonly
associated with the term such as social commitment, life long learning

and continual development of one's professional

3 3
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texts alone. Perhaps students 41 the sample were using the "apprbpriate"

language common to faculty and students.

There is little reason to question the origin of the students'

rationale career relevant orientation to college education. What is of

interest is that these students have come to assimilate ways. of

Laming to their understanding of professional preparation. Perhaps

the best evidence that these students mean what they say about

curricular learning is that they criticize those portions of the

curriculumt they do not see as fitting the Tattern. This implies
g

acceptance of most of the 'curriculum as justifiable according to

similar criteria. Whether ,students have internalized their justifications

quite thoroughly or not, these are, in any case, a part of their

interpretation of their edlicational setting. if the rationale students

give the interviewer is not really what students have internalized, then

it may be what they believe they are supposed to think. As such, it

an equally important aspect of understanding the educational system as

it is understood by students.

A more precise interpretat on must be 1)ft inconclusive for now. It

is nevertheless possible and worthwhile to pursue further precision in

the patterns by which the rationale unfolds. To describe these patterns

is to raise more incisive questions about their interpretation.

The Meaning_of Relevance

Understanding Ways of Learning

Within any discipline, we can distinguish several possible ways of

learning. We can speak of "content," as Alverno students do, or

substantive knowledge pertaining to a field of stud.i/ which include
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observations, concepts, frameworks and theories that structure t

domain of a field. AIn addition, we can speak of methods, processes,,

skills and abilities,that pertain to practicing a given discipline;

howtodo Anthropology, Philosophy, Management, Physics or. Nursing.

The competences do not fall within either of these categories, but, like

the.diSciplines, incorporate both.

In their theories of program rationale, Alverno students contrast the

learning of "content" with the learning of "how to use" or "how to apply'

what one learns. A general assumption appears to be that learning is or

ought to be useful. The students regard the Alverno program as

concerned with teaching them ."how to apply" what they know.

They're trying to et you ... to take what you've learned and )ye
able. not to just ow it but'to really do it, to be able to apply 4"

it to a lot of dif erent. situations. That's the big thrust around
here is to be able to take what you've learned and apply it and
be. creative an ,ys r C 'ng thir
(Eryka, sic 9

-)p

From Alv,_ J:andpc 10" J _ the.iueat duate? How
do you think they want :3 tu_

Well, idealy, having knowled,,,,-, and being able to use it in many
areas. And I guess I would have to add profesional, that hopefully
a graduate from Alverno would be a professional woman whether ...
a nurse or a teacher or a manager....(Barbara Sue, Education, 1979, 01
PP.8-9).
Do you mean that the competence based learning program appealed to you?

Yes, the ungradedness of it, like moving through at your awn ind vidual
rate ... The emphasis not on accumulated knowledge but 'on do g omething
with the knowledge that you have.(Barbara Sue, Education, 1979, p.23).
How would you describe Alverno generally?

... it is a small private school, a woman's college which doesn't
give grades but is based on a competence system ... I usually give a
few examples of how here we are taught to analyze and problem solve
and apply those to our classes so we will be able to use them when
we are out in the world after we get our degree. So that is basically
how I would describe it.(Noreen, Nursing, 1979, p.1).

3 'i
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In these excerpts students are talking about how they understand the

purposes of the curriculum: to teach them to apply,' to use," "to lo

something with," to "be creative and thirlk'of new ways of doing things"

with one's learning. The language they use indicates that the students

mean this in an immediate and practical sense: to use what you know

in "a lot of different situations," "out in the world." The competences

are frameworks for use; theories for organizing information, judgment

r.
and action.

.1

Tha following excerpt shows,14w a student justifies learning on

the condition that she can see sOble purpose in it.

Do you think that the chao&elayour attitude has affected your
learning? Do you think there is a relationship there?

Yes, because when you're happy with what you're learning ... it's

not a chore to do the projects. I can see, if I didn't understand

why I had to do a valuing project on a different ethnic or cultural
group, I would be ranting and raving and rejecting it completely. ...
But if you can understand why you have to do it, why understanding
your values are important, you're going to do it a lot more willingly.

You'll get something out of it too (Mlle Lynn, ursiag, 1979, p.131.

This student wants to understand why she should learn what she learns,

and how it is important. In other C4ords, she wants to find a purpose

for learning, say, about subcultural belief systems.

Learning as Content

Alverno students recognize a domain of "content" or substantive

A

knowledge that they view as a basic core of their discipline. A minority

0 studentt in this sample (4 of 13) regard their curriculum as somewhat

deficient in the "content," "basic facts," "theory," or "book learning"

of their disciplines. The competences may be seen as "extra," non-

disciplinary work that competes for their time and attention with the

learning of their discipline. For these students -, learning is equated

with what is learned; "real" learning is understanding content.

30
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A h ,

... I can see the poin of it but still my-need'isn't getting accom-
plished in the meanti ... I'm talking'about like reading. I'm

doing so much paper wo I'm hardly doing any reading at all. If

I'm not doing any read ng how am I going*to do', you know, I have to

take time to do the paper work, but the paper work has to do with
what I've read and how I'm going to apply that. If I'm typing all
the time how can I take time to look at abook to 'see what I'm going
to say. You have a lit e time to do that

1
but not to let it really

soak in. You look at a heory here and a theory there and 'it doesn't
soak in but yet I have to apply that. I have to write about 1101.7

\
woulI app.1y that ... If I don't really know the theory, how can I
apply it? So I'm really just wasting my time, writing up the journal
when 1 could be reading (Lena, Nursing, 1979, p.11). ,

If yodz:could have your way, how would-you change Alverno to make it
1 tv

a better program?

4'

... What would I do to changeltiverno? ... I would put more emphasis
on content in classe.0..(Lena, Nursing, 1979,. pp.17-18).

... I need to feel that I'm doing the best job that I can. To do
that, I really need to do some learning, that's what I need.
(Lena, Nursing, 1979; p.20).

More of the kind of learning you're doing now or something different?

More of the experience bUt also ... there's not nearly enough of the
book learnin§eand there has to be a lot more orthat
(Lena, Nursing, 1979, p.20).

... Sometimes I think maybe there should be even more emphasis on ...
like tests. There are very-few tests around here and the emphasis R
taking what you know and applying it in different situations that
you'll encounter. ... But on the other hand, are you really learning ...
sometimes Iwonder like in my area are we really learning some of thyse
just basic things which we can build on. ... Sometimes I think Alverno
lacks basics because they're trying to get you to be more advanced in
... using your skills (Eryka, Music Education, 1979, pp.7-8).

... I think I'd make sure that some of the music theory courses had
basics that people need and make sure that there was some of those*
basics going on 'cause you can BS your way through a lot of abstract
things and a lot of applications, that's easy to do. And sometimes
you need more of the facts. It's harder ... to get some basic facts
down and drilled into your mind. Cause you can make up stories
until, you're blue in the faCe about how you can apply this and that,
and that's easy to do (Eryka, Music Education, 1979, p.20).

3j
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While students generally seethe competences as career relevant,

chey,may.see the competences as less crucial if contentor "basic skills"
I.

are perceived to be in competition with, or the whole of the domain of

concepts, theory and skills perta'ining specifically to a discijlirie.

In the overall'pattern, however, the role of "content" ar substantive

knowledge is to.be used in performing. Substantive knowledge is

assimilated tikprocesses and skills of one's discipline and to the

competences.

Well,' think it's /the program/ skill* oriented rather than content
orien ed and it looks at process, you know, you got the answer tolthat

problem but ,how did, you get that answer ... and what did you do in

gettin that answer that you can apply in other problems like whether

it be a Math problem and you're applying it to a Psych problem, or

within the same content area. ... Basically, it's teaching thought

processes and then,generalize them into the areas would be the work

that, you do in content areas. That you may notonly do a Problem
Solving competency in Math but maybe in M'anagement or maybe in

Religious Studies. You then.generalize that process that you learned

Barbara Sue, Education, 1979, p.8).

Learning as Process

A number of studentst in certain of their/statements describe

learning as doing.

...I don't think that their,lecture should be word for word'like4
material, I think they stAd get group involvement in lecture and
experience. I had one instructor that would'explain everything ...
we would read something, she would explain it to us and then she

would give us an activity work-through and I really learned through
that because you experience what she is talking'about.; It relates
more Co a Person if they actually do it than just to hear it lectured
at you. I know through my experiences, just to listen to a lecture,
you just start daydreaming: You don't really learn anything...
(Pamela Lee, Library Science, 197°9, p.3).
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Jennifer values experiential learning where she takes an active role

to "open up and take in," "sit back and look it over,'' and then "try it

and see what happens."

Have you chatilled in the:way you approach learning since you have conic
htyy!

When I came here ... I think I have learned in a lot of things from ...
what I saw others doing ... now when I sit hack and learn again it's
the whole thing -here I open up and take in as much as I can take in
about any type of situation, any kind of learning experience and then
sit back and look it over and then go out and try it or watch some one
else try it and see what happens. Usually what I will do, I will go
out and try it and see what happens. (1enniter, arsing, 1979, p.I0),
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is focused on its usefulness: Wheel they are not speaking of learning

technical knowledge that will enable them to practice their disciplines,

they are,speakinst of learning how to perform according to competence

frameworks. Other kinds of substantive knowledge may be spoken of in

relation to out or the other variety of applications. The following

excerpts provide examples of the kind of reasoning by which students
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r I' ItH tt I I M.'. 111 1,',11111 H.', I pt! I tit iit 1111 iull'l i It I '11 I . II1al olbel ri

ti Ie. I .111' I it' ".ir t,h..i.,
A

1.111 I I Wit , 1I

I I l l 11 I . I l t'iI I I / 1 1 / I 1 1 1 / 1 1 I I h I 111' I ill I.,

lenininy to pelloim. 1'11.I1 IIe t ..111 .1 Ant I1.re 1,11,1%
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0

its use as constructs feeding into the interpretive structure of the

competencfor the organization of judgment and action, or theory in use.

If one were to rank ways of learning according to the order

given them by students, the ranking, from highest to lowest would

probably he:

L. Learning as content (technical knowledge) of all kinds pertaining

to one's particular profession.

L Le,Itult4; as process that inLludes experiencing, reflecting and

testing out.

LceiLllin'e_; how Lo thioagh Learning expcIttl,-c6

perceived as relevant to professional role performance.

Leatuing substantive knowledge ut other fields perceived as
potentially related to professional performance, through
competences or otherwise, which may also contribute to well-
roundedness and openin:; one's ii u,rd.

Learning substantive knowledge and demonstrating compelencN

not pt:I177.i t1 is pp I C.11)1 ( to pnojected life context:;.

Such ranking is undoubtedly a simplistic device, but it shows how the

two princlpies of career relevauc0 and usefulness appear to combine to

.determine-_the perceived meaningfulness of learning for these students.

lh, pi,c1,1v how, i n whit manner, tlw competences

( h, L,, 1,,a thv perl,,rnlaucc,

1 ',1 It 16- ('ompi.t 1'11(.1'

I ,,I1.11 i1111 I l',.1 I ,,11:1.illt

1C1. 111C 1 .1 1 t tilt 1.11 1 till It,
lirriI)Iin, ,l1 .11111 II 1.1.. he Hill It I li teI.t1 1,111 IIVII0111(lt ical

111,111,..11,)1:,11 I 111 4.111'r (11-I I 111. l I ,I11:, I ,,11,1,1! .1 11,111

the i ,,t t I r col c'eu m I ',oh I .1111 I IWO i
1 lie I lit ti l,111 ..11i, e n, tr, I 41 I ill'', 11

r i l l i I i t , \ 2 1 , , I . I 4 , p i 1 ( i I I 1, iii i i ' ; /11,11 if 1,
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These trAitional aged students have probably not yet developed

precise conceptions of the mchre subtle demands of professional roles

known LO experienced practitioners, and are not far enough along in

their field experiences to envision highly situated professional_

applications ol the competences. Students become aware, however, that

noising or Leaching or any other profession involves situations in which

our must solve problems, interact with other persons, and make value

_holcus :-,LuieliLs will hdv of the more typical situations in

tutee pLelessiont, but these ate 1K,L Che same as the images of an extensive

0I plk,te:,n1,11dl pett,imonces held by an experienced

pi,u.titionui. the letevonce stru,Lures toi these two groups are most

likely difierent.

Je can not assume that a student's perception of the competences as

relevant [0 her profession is based upon a very precise understanding of

what_ the non-technical cOntext for her profession actually is. Some

students, particularly Nursing students, comment that they learn

v pc, t tic d 011:, 01 C 111 mipe t (.;-; Ilypothet C.1 I (7 :1

,11,1 c x c- (. c c- l,lt cd hy 1,1, 11 t Y. ,H0 t of W110111 Hcrl or

,n I I, II t. nIthlit opulent of t ona le of re evance

ler the competences. but these are but one part ()I the story. We would

I i I.e t o [now what I i rr,l hand expel i eures I lident have t it accown I or

itI t Lir 4'01111)4-t 114'4.!", wi 1will C01111111111 I. 10 0114.'

piote:,sio.i_l

ddequuey in liitute

II 111 iT; out h 1.1culty e'...pelietice with non 11;441i1 i,m..41 Lcd
.1 44414.111 .,,,H4 .4 I 4. I I, 4.1 4, !,4.4 .11 (.1 .



Understanding Competence as Categories
and Rules, Skills and Processes

We can not assume that an entirely sophisticated understanding of

the competences at this point underlies student's perception of usefulness.

The minimal level of understanding necessary for validation at the

beginning competence levels requires-'that a student understand the

-competences as steps for making reiaVtonships and rules for performance.

The competences are meant to be more than this, and a few students in

the third interview did give convincing evidence that their understanding

utansceuds categories and rules.° "Competence talk" in the interviews

describes students experiencing the competences as applying categories

and rules, and following steps; or else they speak of competences in

general terms so it is difficult to tell what they mean.
6

of typical "compgence talk" follow.

Some examples

From the standpoitit of Alverno, what do you think the ideal Alverno
giaduate should be like!

Well, I'm sure they want you do he educated in your field. ... and ...

they feel that you should he ready to deal with anything which comes up
and you should be able to get along with people iti talking to them.
like in 'our Communication!-; know how to talk 'to a person and
how to understand them_ like in our Social Interaction, we Should
know how to paraphraiie ... whit a pet son aying. SometIrks when A
person i talking you may think you know what they are saying- but maybe
you have a different interpretation. ... So it teaches you to get4an
understanding, and they should get an understanding ,of people. So

I think t hey re get I lug you you can deal with t Ith people

calpie people have all k in&; oI dii I cyclit i 111(1 character

ic;, 111( 1 1 11 1 111( they try to prepare you to deal with h cAch one of
them. ... try to ... get An understanding And know how to communicate
with people... (Beatrice, 'Nursing, 1979, pp.B-9).

While the inteiviewei prooed loi exanwIt.!:, not All titileitt oh!:civA

I (111! wet e 1,11)11CII . of ty,1111111 4

I t!;', C(111C1'1,1 11.11 ('() Ill I i I

in Also, however, he evidence Iof

4)
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For each validation we contract for a class, you are exposed to or
given learnitvg experiences that will help you achieve validation. ...

Say one your validations is English, and you are analyzing a story
or something. Okay, learning experiences are experiences that help
you analyze a story. Whatis,,needed in analyzing, the story, how
,de you pick out cer.4.ain things'in a story, induction, deduction,
'things like that ... (Noreen, Education, 1979, p.12).

e;i4,!tf if ... you have' a perSonal problem yourself or a friend has

A personal probl I find myself going through it, well what is

the goal, what are the alternatives. So that thinking that may be

taught in the PrOblem Solving competence can generalize to non-
xcademic situations and into areas of my personal life and into areas

in h e l p other people. ... (Barbara Sue. Education, 197q, p.")51,

yr-y g 1,1,1 /t-ICV made us gel as many Communication assessments
tliTt-wel.ve had. ... speaking I really value the most because I was
always petrified to get up and speak in front of people ... and I

can see where that will he useful as a nurse. You never know what
situations you're going to end up in, you may be asked to give a speech
sometime, (Julie Lynn, Nursing, 1979, p. 25).

In terms of Alverno's competence ... I ... have had really good
experience. in becoming more aware of my own values and how important
they irt:yos well as others' values And how important they are to them,
and the i4oTtunce otNrespecting values. So that has been very
important, to mei and Social Interaction, because it is an important

part o`2-being.a nurse. lint also to deal with people you have to
interact one to one and to be able to talk effectively as well AS in

a U-661), knowin how to function a good group member.

kl.eanne, 1979, pp.18-181. ,

What h,; the value of.Alverhu with respect, to-yotH,present `personal
and career Loals?'._

I want to got Out Ind work with people' and so through Alverno I have

learned how to interact with people in group situations. 1. have

learned how to problem solve, And if I'm working with people I have

to problem solve. It people-oriented, the program. It's oriented
more toward!: people apect and that's what r want to go into,
working with people tPaMela Lae, Lihrat.: Science, 19/9, p,1B(

Well, one of the eight comlfl is valuing, And Alverno teaches
von to he aware that we All have values and teaches you to value
different thins that you not necessarily would have valued before.
In Engli:Al cl.o there's A lot of valuing (:lits /Comwtence Learning
Unit s / t hat Von can 01)1 :1 in. And we taught I () va l tic p t cce:;,
1 i kt. slot p out t he values in t hem, value wot 1(s of art that
We didn't normally look at, and value HAit !heti. Are thing!. IlAit we

should could value that we Ate 1101 AWAFc 01. And hvli' they IeAcli
vuu how to value thing(:, of how t () look ;I( them ... In All All (1.1

In we wete given works of o t and we had HI auAlyz.e them And
pick out elements of the picture. Itut_ also we wete tAught how to
value picl tit .111)1 t.c l ite it (Noreen, 1:(iiicnt. ion, I /9, pp I Ill)

i;
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Now mould you describe the rationale for the Alverno Learning Process?

The, main goal is to produce competent women, who are going to be able
to.go out and face the world and able to use these ,skills they
haVe learned.... (Noreen, Nursing; 1,79, p.9).

Could you give me a definition for a competent woman?

When I look at that word, I look at the eight c irtpetencesthe ability
to understand and apply it to your career, your "lass ..... the only
thing I can think of offhand is being able to aptly these skills.
And understand them ... I think it is .basically that, Because that
is where I got the definition, .from, just, hearingit from Alverno.
I'm sure they go into it in morv.detail but able to be a goud
skillful competent person in mkt-sing. (Noreen, Nursing, 1979, p. 9)

What do you think-the educational goals or this program are?

... I think what they're looking for ...- when we graduate I think
what the instructors want us to feel is that ... you are an individual
who Can :commnnicate with people, who can problem solve, who can analyze
situations, value other people, you can socially interact with other
People, you know, understand the environment. All those competence
level units that you have to get and you've demonstrated, they know
that person l.'s able to function in those areas....

(Julie Lynn, Nursing, 1979 p.9).

a

Some students are m re apt Lo debctlbe competences as categories,

rules;- skills dud ptoue ses Chatt othets, aud to do so more consistently_

An indlcatt,,fl ot ,t as skitts tp1,1

processes lt... td11, abo"( Lhem. ihcLs,

students speak I.,t exi ptc -t "Low Lk, problem solve" of kt,,,

need "to problem-solve" in work situations; or they speak of how nurses

"ore always problem-solvilw." They speak of "how to valne thins" Or "how

to value other people." They speak of "how to socially interact with

other people" and of being, "a good social-interactor44 These and similar

coast ruct ions are common iisiwe. They imply that compel enee terms are
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regarded as names of specific processes and that stu ents are referring

to these processes.

Understanding Competences as
an Integrated Theory of Action

The competence talk of students implies that they are beginning

to glimpse'the essentially interpretive and inferential nature of

competence. The competences, taken together with their implicit

loterrelationships provide a symbolic network fur organizing one's social

,ILAlycLbc dOd deLlutt The network creates a sTruuTure of

L.cievin,c againf which eveuts die luterpfeted or defined, and judgments

Wh,n applopliatety 1fegfatcd, Ole competences cover immense

cerriLoly. They provide a system of categories and relationships for

interpreting social events; they give systematic rational processes for

making judgments and-decisions about action; they instruct in a repertoire

of skills for effective social behavior; and they coach for skills in

petfolmonce aspects of discipline related processes and techniques. They

alc in shoit a kind 01 theofy of social action.

q",,( I,. I, how meth of ihis students understand

I. (ill, .(03,uL, yul dppedt, to have metatheories

01 L11/)L Lidtc lulu duc UI11 ihe existence of a symbolic or

interpretive framework that holds the entire system together. Actually,

factilry'do not expect tAmt traditional aged students will grasp the

existence or an interpretive system, abstracted from its use, without more

The faculty have defined, and consistently work to hnprove definitions ..--
of the competences (el. Farley, Mentkowski and !;chalcr, 1980). The
competences are not necessarily defined in ordinary lanj,,uaj,,e:;ince they
repreent con5;rructi; or Chill have been re:;earched to jjoater or

lesser dej;ree5i. The term "sociol-interoction," lot example, is more

i:pecific and less inlwfive thou the same term in ordinary nsoge. II

mean!: ;ocial Interaction dolined by Incilify.
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extensive life experiences. What is expected is that students will

continue to develop their understanding of the interconnectedness of the

categories and processes of the competences within the system, and use them

to generate (and not only telement) judgment and action.
8

Problem Solving,

for example, might provide the student with a systematic, rational process

for making a decision about what should be done. If she is using the

competences as an integrated system, the problem itself is defined in terms
0

of the other competences, and implementation of the processes would take

into account the Lategoiies dud ielaLionships that other competences have

taught her to recognize. OL example, her uudepstanding of the role of

valuing (as taught by the Valuing competence), her understanding of the

relation of events to their social environment (Individual Response to the

Environement), and her un deY.standing of interpersonal dynamics and

objectives (Social Interaction) would be part of her construction of the

problem and plausible solutions.

Just as compartmentalizing the system at 'irst is critical to the

student's initial grasp of what is meant by competence, understanding

ikese Lelatiouships LctultCs thaL a student_ decompartmentalize the

, ompeltua.eb and understand lhcm no 1uLe6toLd network_ the LexLkIni

8 Faculty have defined the competences as developmental, generCe and

holistic, that Is that they become characteristics of the person that

continue to develop and that transfer across situations. This is also

reflected in the definitions of the,"six Performance Characteristics," as

they are called. The characteristics are: Integration, Independence,

Creativity, Awareness, Commitment, and Habituality (this last refers to

the consislenCy with which a student manifests the other five). These

h;Irarterist c; .u-e not .1 formaI Hit t of the I La i (It a;;;es leut

That is iittith.nt.; Are not asseiised and validated OH these (liarActeristici:.

lliev Arc rAther part of An hii(11111:11 I ,Acultv record of student development

throw* the prop,ram. The :Hi: Performance Characteriiitly,!- arc, however,

out come li III t he 1 1 1 oi,,r am. I t !; vqicc t t the I cArn l II }'. III octvii;

will result i n t adent I,rowtlt Iow,Ird (Alai acteri!; t , ;Ind th,lt,

i n , !it thIcitt r,radua t i lir I rout the pi o,ram will he h i rhei i II there
charAc t ist iit tide nm; t lower I eve I ,; the proii,i . Licit idly

II

del t ht't;(' ( 11,1 r;H I Cri!:t ,.111(1 I 111.111i f ci; t I ow; Ai "tiei,1 i

"ileve I op IT," and "i.,1 adua t III },II I eve I ile t I
in I I I 1 !; 1 .
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evidence that students fully understand this kind of integration at the

end of the Junior year/is weak, but many students do give evidence,that

they understand at least part of the logic of the interpretive network,

and that they recognize, at 'east witlIkn its compartments, an interpretive

component. They recognize that the competences offer them ways of

looking at things, ways of understanding things, ways to be aware of what

is iMpOiLdUL.

You are al,., allowed, thtuugh Lhe Lompecences, to learn

mur, about yourself ... the compeLences in away push you to
become a better, mole defined individual or to get to know yourself

better For example like Valuing, you are forced to look at

your values and evaluate how you think and how you apply those to

what you do- (Leanne, Nursing, 1979, p.1).

... I site Social Interaction and Communication as very important
because so much of what we do we do with other people we are

social beings and therefore those kinds of things are important
and ... when you're working with people you have to ... analyze their
behavior ... you're looking at their behaviors and you're putting
them into sonic, kind of perspective. I think Analysis is very

important because, again, it's related to other people and how you
respond to them. (biarbara Sue, Education, 1979, p.28).

... they heighten your awareness to certain things that thev
feel wifll be important ... they make you -aware of diffnt life
styles; make you aware of other people's, so that you can identify
your values accordingly and 0ow how to react and how you will react
so iL isn't such a shock when yoU get into a hospital and you know
thit you cailet relate to somebody who is black or something ...
gout kno,w already how you're going to react. (Julie Lynn, Nursing, 1979,

q). S,
Now would you describe the rationale for the Alverno learning _process?
What do you think the educational goals of this kind of a program are?

To improve the person, to expand in all different directiOns: their

understanding of different areas, -their A/aloes, to learn about themselves,
communication skills, the outside world, their environment, things that
you wouldn't learn on a grading system. Improve your awareness of what is
around you, inside you, yourself and how to relate to things How you
relate to the environment ... to the outside world, social interactions,
how you relate to each other on an individual basis, on the group basis,
and in the grading systems ... unless you take a specific course, I

don't think you have extra experiences in how to relate to a group and
how to reach certain goals, and prohlem-f.folving skills. I am learning
that here and I can go into a group and feel a little more comfortable
than 1 used to. I know that toi surc.( amc1,1 Lee, 197911

oil
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It is difficult to know to what extent students transcend a

compartmentalized construction of competence. The meanings of competences

for the most part appear to remain bound to the more explicit step by

step processes provided by competence criteria for assessment. In the

excerpt below a student speaks of how her competence learning has fielped

her to aid a friend in a family. crisis. What is notable is the emphasis

on having a step by step process, one that transfers to a situation in

Ler peksoutil

Yes, Alveltio made mr slr'dywn and lout. thc. pt,,_ess I am golc4;

through, which I thick is goodbecaue when 1 am able to du that
then I can deal with each .aspect of my ProblemSolvilig or my

Valuing, of whatever. And instead of trying Co take the whole
thing and trying to make a decision, you-deal with each little

part. First, then come to your final decision or whatever you
are going to do, which is good because otherwise when you deal

with the whole thing just as a whole,. not the part, there may be
things that you Miss; or you may be 'so bottled up that you don't
know what to decide because there are so many different stimuli
coming in and you don't know where you're at. But when YOU look at

each part you are able to deal with each par separately and .-elt a

time and then be\nble to do'something about And you know that

your decision is based on a lot of thinking ant a lot of work

through a series of steps ... (Jennifer, Nursing, 1979, p.11).

Students are cl1Carly beginnin g to/consistently perceive the inlet

,.iationship valiti6 and Ptoblcill SolvIii8. Students appear generally

hos/ I, ,alk ILAc6Lat1.6 thesecompctencs ln fact, ,ilt-06

toe as9,ss1ng icvel lout ,t the ValuilLg competence suggests a way to

interlock Vafuing in decision making, which is closely allied with Problem

Solving.

The fact the students don't speak of the competences as an integrated

symbolic system abstracted from compartmentalized procedures, is not

sufficient basis for concluding that the students never use the competences

in thin way. But if they do, they don't seem to be aware o1 it yet.

Integrated performance may come first.; interthized under!;Cdnding later.

5
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Understanding Competences as Theory
for Performing in Relation to Context

The competences are intended to function as an integrated symbolic

system for organizing experience, reflection, judgMent, and action.
("-

Considering this within the context of professional role performance, one

could say that they are intended to function as a model for discretionary

performance, for pertorming in relation Lo a context, for making

apprupvlaLc j
tdr,IllCnL, ahouL whaL-Lu-do undet circumstances where the

a_Ap,,LOLivilb al, cliablblly.b. SLudeu1 3 have bpokcn (A the cumpeLences

)01.Lily ao pLUk.tb3Cb toi Thu,/ Co do" LhIn6b. If is true chat Lhe

PIOLACW 1O d pdiddl6M loi how to-decide what-to-do,-

and LudenLb know Lhis. ut having a procedure for deciding what-

to-do is not the same thing as knowing what is relevant, appropriate,

useful, sensible (including, for example, when and how to use one's

problem-solving model), under what circumstances,,in which contexts, along

WI Lb the ability to creatively combine such information into a course of

n_L lull the tompeteuces, taken together, die meant to amount to at least

a basi, ii.ework tot thepe kinds ut judgments to performing one's

ot.11lLI s, lo lclal Ivu lo a vaLLI,diar ,01kLent_

Wheix bL_deuts sp.ak about_ puupusus ut compeLeLl,e-based leatuiug they
9

otten mention its releVance to professional performance and they are apt

to use phrases like "adapt to situations," "deal with situations," "know

what to do in different situations".or in "whatever situation arises."

The consistency of this Language is so great as to indicate that this

Language is part Of a rationale students learn in formal situations.

Knowing what-co-do in novel or ambiguous situations is intended by facility

i; A ippresentation of lon:Jry performing; in professional contexts.
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It can be understood in other ways, hww",,, 111,0

with the student's process bound and compartmentalized understinding of

competence. Many students appear to mean something like: "In the event

that I should be called upon to give a speech or lead a group discussion,

I will be able to do so." Sometimes students also seem to mean that they

expect that somewhere along the way in their education they will have

been coached in what-to-do in the various kinds of particular situations

Lhey are likely to ucountet in their work settiugN. They will have, in

outer words, toles tut speciti, biLuatioas, and they will be less likely

Lu eueucutet situatiuus that arc Ltuly

tqltat uumputences du you value most!

I'm very g ad they made us Communicationas many ommunication assessments

that we've had. ... speaking I really value the most because I

WAS always petrified to gut up and speak in front of people ... .

can se(: where that will be useful as a nurse. You never know

what situations you're going to end up in. Yodi may be asked to

give a speecht$ometime And it's being able to speak and
communicate with ut,lict=',' Ws An asset you can't do without.

(Julie Lynn, Nursihg, 197'), p.25).

Ilicy want you to tutu nut 7;k4 th,t Lan do you[ lob well, ou

that you ,au he at ho,,t( itt maky dtitctcut sithation:,, and wh,n

IIC\J up tt won t :,(11ptise you (Fr4A,

Ldllk I 1')/9, pp 8 '9)

d 1.,u etc et lb the t.ill..l,«l, 1 , 1 1

process ... what do y01, think the educttional Foals of this

kind of proEram it -? 'Ault is ti basic rationale behind it

from your Toint of view?

I think' to be able t recon I Ze 1II the different ways 01

want i ng to use them professionally in timne kind of
delonstration ... when you are able to do that you are going

to be able to adapt t any kind of situation ... have been
taught all these different ways of being able to learn and

being able to do deMonstrate what I have learned and I

evaluated each one and where I'm at ioand which one I am better

at and tuft- like that. When a .;ittiation doe arh-10 I'll he

able to thk L.;.what I ,am },,ohn,, to this is what I

need ($ Wyrk tin in till.; , . , Llehhi el-, Nur;,;

V/ p. 1)
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.,. I've had maicrinstructors who have been beautiful, real models for me,
just perfect. They do a lot of what like to 'see myself doing and, they
are doing what Alverno values. I have an instructor right now who is just,
she is very assertive and very effective in the environment that she works
in. And jusC watching her and how she acts is one of the greatest 'ways that
I can learn. HaviHg her sit down and say this is how I work in this sit-
uation ... they show you how they are able to do it. That's. the best way
that they do it. Ooan Irene, ',itrsing, 1(179e, pp.8-9) .

0

... What do you think Alverno is trying to do for its students by having
this kind of a program rather than another kind?

Trying to get them ready or prepared for what they're going to run into
when they are out and in their career ... because you have to solve prob-
lems, you have to analyze it, especially in Nursing, you have to be able
to analyze problems. You have to know your values so you won't incorporate
other people's value, or it will reflect your own values ... it strengthens
you so that you know yourself and'you know how to deal With situations which'

come up. That's why it's performing, so then if you get used to doing it,
then if something occurs when you're out there, you can deal with it. It

won't be like a shock or something that would throw you off ... I think
they get you ready. If you run into something out there, you won't be
like surprised or unfamiliar with it. I think they're trying to get you

prepared for anything you may encounter ...(1;eatrice, ":hr.si.a4, 1979, p,,8).

I think the goals afe /of the program/ ... From a Nursing perspective
to' be an effective nurse you have to be ableCo integrate the things that
the competences bring out, into your nursing career, such Social Inter-
action, Communication, those kind of things you do everyday in dealing with
your patients. The ability to analyze and problem-solve. All those things

are necessary to be effective ..; if you area,.. going into administration ...
if you want to be a professional type person in which-you are able to deal
well in situations and feel comfortable dealing with different situations
and adapt to different situations, ... you have to be in touch with where

you are'in terms of ,the things that the competences test for; in terms
of your analysis ability, in terms of your ability to stand up on your feet
and give a speech, in terms of being up on current events. All those things

are important in a well-rounded person.(Leanne, %nrsing,-4.1979, 01).4-5).

Note in this text the typccal listing of competences, and Lice way that

effectiveness and wellrounc dness are defined as a conjunction of terms. The

student speaks of integrating, a term whic.h.might suggest a more global use of

the competences except that she cs not speaking of integrating competences, but

0 I iilLeg i them I tt t 0 liar pro e!; pert oriwince . tier later ,(1i,:;cu;;;; ion

of professional performaite indicates a conjunctive relationship among, skills

And areas of knowledc. The tollowAngexerpt similaply menCions "IlexibiLity"

in usingthe competences, And then givi.s the term ifianing that limit!; it to
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responsive as contrasted to using an individual framework. In the end she

defines competence again as a conjunction of competences.

When you talk about the promise of.being a competent person, what does
that mean to you ?. How would you define a competent person or what competence
is?

I think .., one thing I would include in a general definition of competence
1

is flexibility, some one who is ctiMpetent in, let's say problem solving,
is flexible enough, you know, you may have a game plan ... I do this to solve
this problem and maybe half way through you discover it's not working, and
at that point you have to be flexible enough to give up the rest of your
game plan and say, okay I'm going to start over ... you're flexible in that
sense. Competence I would Say is specific to each of the competences out-
lined. Generally I think some one who is competent in general has some of
the qualities of each of the competences, like they can interact and they
can communicate and they can problem-Solve and analyze the situation in,
you know, various situations. I guess I think the Alverno learning process
sums up competence very well.(Barbara Sue, Education, 1979, pp.20-21).

Some students more closely approximate talk about discretionary

performance, or performing in relation to a context. In the following excerpt

a student talks about being creative and thinking of new ways of doing things.

Why would they have this kind of program as opposed to another kind?

They're trying to get you ... to take what you've learned and be able not
to just know it but to really do it, to be able to apply it to a lot of

different situations. That's the big thrust around here is to be able to
take what. you've learned and apply it and be creative and think of new ways
of doing things ... thji emphasis is on taking what you know and applying it

in a different situation that you'll encounter, lots of them in life you
know ...(Eryka, Music EduAtion,

A tillULL1r 1 dt.lil 1 ti xp n pre coil iin; xct' rpt rt. 3 Nu 1 S tudt'nI

spi.,Aks t11 titAt./ c xposurt. to Art s ;Ind 1 111111,3.111 i s ht. ps tint. to At vt'

that Stijl eA6,):-;(1/-c 1 1 1 1 ' 4 1 a 1 p as mist. .1 tt think ut ways to oct tiny

hlspit,11 zo 1,11-t .0 Anot,it.r Ahont tilt. Ability to mAlot

3..cisioils in hcr

... I have certain goals of how I want to be a nurse ... I want to be able

to make the right decisions in situations, a decision that will be most
effective for the patient's well-being. I want to be able to work intelli-

gently on a unit. That involves a lot of things, like I want to be a good

counselor, I want to be a good implementer, I want to be a good interactor

with the' team members ..., l milili 2 U.
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Accounts such as these are problematic WecaUse while they hint at .an

expectation that education will aid these students in discretionary performance,

they do not explain how competences 'are related to this kind of performing: as

skills that can be applied, as rules for behavior, as processes for making

decisions, as categories of awareness? Any of these might be a basis for

understanding competences as contributing to knowledge pf What-to-do. It is

difficult to interpret these student comments as implying that competences

are understood as an integrated symbolic framework for organizing experience,

or in other words, a philosophy of action. .Indeed, the last excerpt occurs

in the context of Jennifer's rejection of the "cultural paper" (Valuing

competence) as something directly relevant to what nurses realty need to know;

she her justifying her belief that "nursing" learning should have priOrity.

Thus, her discussion of discretiomiry performing might not be tied to the
*

competences at all, exc;'.pt that she seems to associate working int

on the unit with skills that are taught through competences, such as social

interaction skills.

The evidence is that the meaning students assign the competences with

reference to professional roles is probably not constructed upon understandings

1) ot the competences as an integrated symbolic system for organizing experience,

'judgment and action, and 2Yof discretionary performance in professional

contexts: The competences are spoken of rather aslcompartmentalized processes

which arc appropriate M)r transfer to performance of certain aspects of

professional role in the examples students relate. There is some awareness of a,

Interlocking of competences where students train integrating competemes at the

Irvl of specific processes. In short, study nts' understanding, of competences

app,.ars to he Ati processes. Ile next tdsk at hand is to try to describe more

)t What students in when tIwy sav that mpet,.nceH apply to work ,-;itn:itions,

r-
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and what they say of their experiences in. actually applying them.

If we set aside the question of profe"Ssibnal.: relevance for a moment,

and regard the- testimonials of students experiencing ompetences'as

meaningful and useful, a pattern emerges. Students are talking very

predominantly about four of the eight competences: Communications, Social

Interaction, Valuing and Problem-Solving% A fifth, Analysis, is mentioned

in "analyzing situations" or "analyzing problems" but is not as clearly

defined with reference to how students have experienced its usefulness

in real life events. The following excerpts are representative of what

students say of their first hand experiences applying competences outside the

classroom.

What competences do you value most?

I'm very glad they made us get as many communication assessments that

we've had. The writing, the speaking, speaking I really value the

most because I was always petrified to get up and speak in front of

people ... I can see where that will be useful as a nurse it's

being able to speak and communicate with others, it's an asset you

can't do without... (.Julie Lynn, Nursing, 1979, p.25).

So you'd say communications?

Communications was really one of the better competences we've had,...

the Valuing competence I really enjoyed because it gave me a chance

to look at, say if I had a problem, Problem-Solving and Valuing

together are really like that ... a model for helping you using your

values to decide what You're going to do. So like if I had a choice

between staving home and studying or going out and doing something

I could decide, using my values. So that I liked a lot. I've

learned a lot about myself through the Valuing projects we've had

to do. like what we value and how that affects how we interact with

people. (Julie Lynn, Nursing, 1979, p.25)

Does what vnu are learninf, at school affect your job or other

work experience?

Oh definitely. Right now I'm in field experience for a semester

and illSt everything that I've learned, especially two areas
(ducation -wise everything I've learned about children I can apply

while I'm at the job as well as learning to communicate effectively,

he a prohlcm cvcr in tnc 1 AH;-;1-(),)ii-1, sni i .11 nt(A-,Ac t with the

chi 1 (i rAni . 1 t.lrl App 1 v to 1,p,,,,r()111. 1.1(hicAt lorl,

19 79 , p

5 to-4,s,
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There is one thing that really stands out the system of these eight
areas of competence. I find myself applying this to everyday life ...
I've learned how to analyze things, I've learned how to problem solve and I

can apply it to everyday experiences and think back, hey, there's a process
to do this ... (Noreen, Education, 1979, p.21).

I live in the dorm so I think a lot of the things that are taught at Alverno
are carried over to there ... the students I know at the dorm, like we learn
to problem solve, to analyze problems and how to interact with each other.
And I think those things carry over in that I can interact better with students,
at a higher level ... they're better able to express themselves and don't feel
as intimidated ... they are more assertive interms of what they want and they
can back up what they say than some of my other friends who go to other uni-
versities. 1237, p. 1 (Leanne, Nursing, 1979, p. L)..

Are there any ways in which you as a person, are different as a result of
your experience here?

I'am able to communicate what I think better, to act in a group more effectively
... and have a theoretical base in which to do that and do it more effectiy0y.
I'm able ... if I have a problem, to look at it systematically and take it apart
and be able to solve it instead of going, oh-my-gosh, I can't handle this
problem. I am more aware of my values than I was and what is important to me
and I am also aware of other people's values and I am more careful in terms of
not imposing my values on them ... I think those are the main things.
(Leinne, Nursing, 1979 p.11).

Does what you're learning in school affect your performance or behavior on the
'ob ''clinical experiences ... or an thin like that? Is it an immediate
value to you when you're working?

Definitely ... Problem solving you are using that constantly on the unit. You
have a patient that is turning blue or something, you have to totally evaluate
that situation ... and make a decision on what you are going to do. The way
I have come to my decisions in the process I go through to make that
decision and it's all done because the CLU syiStem plus my own personal
experience. I think the majority of it really 'does have to do with the
CLU's and the way I have learned to process information and act on it
through school. (Jennifer, Nursing, 1979, p.2:).
Does your work experience have any effect on the way you approach learning
in school?

I think it does as far as what I expect to learn or ... prioritize as far
as learning. When I am out in the unit, again that's a place where the
physiology and the intervention ... is really big ... :guess in a way it
also reinforces what I have learned as far as our process, again, of
making decisions and interacting. So it reinforces me to keep working on that.

nil tcr, Nursing, 1919, 1)p. 22-2 3).

5
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... the things I learn here, ... sometimes I use them in evaluating peoplie
or ... in dealing with people if they have a problem ... Like they teach/you
here to listen, don't just jump in and give your opinion. Listen to the
person and, see what they're really saying, get out their feelings and get
to understand them better and try to get them to answer their own question
don't answer for them ... I try to do that. When I do come across somebody
who wants my help I try to do that, get them to answer their own questions.
And . . like T said I use the communication skills when I'm talking to people
...like when I went to the hospital I was applying those communication skills

...'cause they watch you to see what kind of abilities you have and how you
conduct yourself. So I was using the abilities I learned here there and I use
it at home ... just talking with my family ... I just use it, in everyday life.
(Beatrice, Nursing, 1979, pp.21-22).

... When I first came, I hated it ... I said well how come we have to have
this extra work which we don't need ... I figured what do you need with this
Communication, Social Interaction, Values, just what is this? ... But now I
can understand it ... I like it better. It helps me more 'cause now I'm able
to communicate better with lieople and understand them just by this
program here of the CLUs and things because it helps you i understanding
people and understanding yourself and how to do things. r

(Beatrice, Nursing, 1979, pp.11-12).

You had mentioned your friends leaving, the high tuition also, were there
any other reasons you had for leaving?

No, 'the other reasons kept me here, the CLU system, the faculty, and the school
,itself and the atmosphere, the environment here.
(Pamela Lee, Library Science, 1979, p.5).

w
Could you clarify for me why you like CLU system?

Because I feel it is bettering me ....with the CLU system the flTils are based
on improving me. Especially the Communication4' I feel has helped me
get up in front of people' and talk -- speeches, I like that, to have learned
to do that ... (Pamela Lee, Library Science, 197 p.5).

Do you see any kind of relationship between your e ation and your

personal life?

Yes. Problem solving. I can solve problems in my own life. I learned

how to interact with people and so I can do that. Assertiveness. I am

learning those skills through courses and the CLUs, and that sure helped
me in my personal life. I'm learning to look at myself, my personal life,
and Se what I want and if I'm really working at that.
(Pamela Lee, Library Science, 1979, p.18).

Which competences do you value most'?

Communications, speaking, Problem-Solving. And Contemporary World ... I would

like to do more in that area ... I would like to be more informed.
(Pamela Lee, Library Scienc, 1979, p.22)'.
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Why these particular competences.

They have been most beneficial to me, expanding my relationships
to other people; Problem Solving, you are going to have problems
in life and helps the way, to teach me now to work with
these proble.riS.;.. Communications, I wasn't ready to go around and

talk with people. And Contemporary World just to improve myself;

become, more aware of what is happening ... (Pamela Lee,

Library Science, 1979, 0.22) .

In the. p re cedLng e xc,. pt. 01Ud, nts have ve -t their llltf I dwi

experiences of the usefulness of the competences, sometimes with reference

to work settings (e.g. OCEL's, clinical experience, field experience in

.teaching, a job interview), and sometimes with reference to personal life.

episodes. A point of interest is that the reported experiences of meaning

and usefulness are of identical kinds for both contexts. In relation to the

competences Communications and Social Interaction, students report feelihgs

of increased mastery, control, awareness and effectiveness of their social or

interpersonal skills. In relation to Problem-SOlving and Valuing by
o

implication, students experience greater control over making decisions and

greater security or confidence in their ability to choose well,.. The

comparisons refer mostly to students' earliee experiences of their own -

performing in these areas, and occasionally a student makes a comparispn.with

others who have not had education in the competences. The Valuing competence

appears to he connected with both social skills and control in decision

making, as well as with feelings of increased self-awareness and self-

definition.

It seems that according to the way students structure their use of the

competences outside of classroom settings, there afe four operative competences

(with a possible fiftrl, Analysis) and these converge to create exneriences

6 ,)
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1
of increased mastery, control and certainty in three areas that students

consider important. The heaviest emphasis is in the area of social or inter-

personal skills. Students "report a kind of desensitization to expressing'

themselves to others, an overcoming of shyness or reticence, as well as

feelings of increased understanding of other persons, and of interpersonal

episodes, and an increased confidence in knowing how to behave in inter-

personal situations of various kinds. The evidence suggests that for these

students, the four competences operate to reduce uncertainty in areas of

4Rexperience that are immediate and often problematic for adolescents in

transition to young adulthood; interpersonal relations, identity and personal

choice. With the aid of the competence frameworks, theself and other persons
,

.

are better defined, as are the actions and of the'self and others.

Problems and alternatives likewise are susceptible to methods for reduction

of ambiguity and systematic processes exist for ordering elements of choice.

We readily see applications of such frameworks to projected professional

performance. The competences support s,tudent's perceptions ofAeing generally

more in control and more effective in common everyday events of the kind

that would typify practically any work environment, as well as many other

social settings encountered in one's personal Life..

The patterns that have been discussed raise two questions which will

not be possible to answer on the basis of interview data. Much was said

earlier of the justificatory rationale of career relevance that students.

give, the competences. The manner in which students expect the competence
9

curr4culum to help them in their professional roles has just been shown. But

in.doing so, certain possible justifications have been revealed that are

not specifically related to professions. Could it be the case that the

reduction of uncertainty in important areas of personal functioning, is in tact
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as significant, or more so, to students than specific career relevance,

in their private justifications of the competence-based curriculum?

The fact that most students come from working class backgrounds, and a

strong emphasis on "professionalism" at Alverno may be responsible in

part for the tendency of students to relate most kinds of learning

ultimately to prbfessional performance. It may be that students learn

to justify competences according'to career relevance initially because

faculty first establish relevance of the curriculum in terms that fit

students' beginning expectations. of college. On the other hand, students

may soon become convinced of the usefulness of the competences chiefly

through immediate everyday experiences in which the competences seem

helpful in reducing uncertainty and increasing feelings of personal

control in common life events.

Second, it appears that students actually apprehend four, or at most

five, competences. Occasiollolly a student will express a preference

for Contemporary World. Art students are more involved with Aesthetic

Response and Music students are concerned with a ninth competence,

Performance. But by and large the five competences, Communications,

Socgal Interaction, Valuing, Problem-Solving and Analysis, each receive

far more attention than the others (Involvement in the Contemporary World,

Individual Response to the Environment, Aesthetic Response). When

students discuss learning, and when they discuss actual rather than

potential use, Analysis is less likely tc be mentioned. Some students

believe that Contemporary World and Environment are not as thoroughly

taught as the others. This, of course, could be deliberate or indeliberate,

or it could be a matter of the students' uptake and not of curricular

offering.
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It has been proposed that the competence system can be construed

as an_integrated symbolic system for ordering experience, judgment and

action; a kind of theory of action or practical structuring of learning.

This is an essentially accurate characterization of the way faculty

intend cqmintences to be used, and particularly the way that competences

become integrated for students at the upper levels. The present analysis

is made on the basis of student interviews, rather than the viewpoint of

faculty. A full investigation of the meaning of competence based

learning at Alverno would of course need to more explicitly compare

formulations of the faculty's own perspectives on the rationale for the

curriculum. While some formvlations exist, the learning process is

constantly undergoing change in theory and practice.

On the basis of the evidence at hand, the most likely construction

appears, to be that Communications, Analysis, Problem-Solving, Valuing and

Social Interaction, are indeed the central core of the structure for

students, and that these represent espoused principles of judgment and

action around which the system is centered. These competences all pertain

to judgment and action at the level of the immediate situation, although

Analysis is perhaps set apart as a tool for identifying situational

elements. Perhaps it is this relationship that accounts for the reported

association of Analysis with the four competences but general absence of

evidence that verifies its use.

For students, the other three competences, Contemporary World,

Environment and Aesthetic Response are somewhat subsidiary in function.

These competences are more external to the day to day experience of students

and belong to the wider and more distal rings of context in which action

can be regarded. These competence are therefore less accessible for more

63
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concrete process applications than the competences concerned with

elements of the immediate situation, which may in turn make them less

accessible to,students for everyday use.

c
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CONCLUSIONS

This report describes how Alverno students justify learning. On

the basis of interview texts of 13 traditional aged Alverno students

from the end of their third year in college, a structuring of learning is

revealed that is centered in how to perform and oriented toward professional

relevance. This structure is characterized by a justificatory assimilation,

of all learning to 1) acting socially and 2) professional role performance.

Both of these characteristics appe,4r to be consistent with institutional

philosophy. Alverno College places a strong and very explicit emphasis on

preparing its students for professional roles. The competence system

itself represents a performance-based structuring of learning, or a theory

of action expected> to enable transfer of learning to personal and

professional roles and contexts.

Students' and educators' understanding of learning, while conveTging

in a mutual justificatory language, may be founded upon divergent

understandings of the competences that reflect the students' age and

experience relative to that of the faculty. Alverno educators recognize

the philosophical character of the competence system, that the system is an

integrated symbolic network for ordering social experience and action in

relation to personal and professional roles. Students at the end of their

third year in college understand and experience the competences chiefly as

sets of categories, rules, skills and processes which function to

reduce uncertainty (descriptive, ascriptive, and prescriptive) about one's

own actions and the actions of others at the level of everyday situations.

This yields personal development outcomes such as increased confidence, self-

concept and self definition in both personal and professional roles.
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DISCUSSION

Liberal learning consists in part of competences derived from and

integral to the academic-and professional disciplines. Alverno faculty,

have developed a learning and assessment process to assist students to

learn to demonstrate their abilities and transfer learning across mul-

tiple situations during college. The learning process rests heavily 9n

experiential learning. Students are required to experience and reflect

on performance, and to think about and try out ways of performing in re-

-, lation to personal and professional roles (Alverno College Faculty,

1976; 1979). Competences are regarded as holistic characteristics of

the person that transfer across situations, contexts and roles. How

do students understand this kind of learning in relation to their own

goals, or in other words, how do they themselves justify their education?

Two outstanding patterns appear in the ways Alverno students jus-

tify learning. One is a strong intellectual focus on education as pre-

paration for work, for a career. Second, there is a strong emphasis on

learning how to perform. While there are indications that students ad-

ditionally view learning as contributing to well-roundedness and as

ipoadening one's mind; students characteristically assimclate all dorms

of learning to one or both of the two major justificatory constructions.

Learning can be related to enhanced intellectual and social performance

in everyday personal situations. But learning how to perform is often,

in turn, assimilated to professional performance. This link .between

/
learning and performing allows for the transfer of learning to multiple

s'itugiions and '0,n,tejr s, and establishes the student's confidence in her

abilities to perform,in professional and personal roles after college.

Enhanced self-confidence seems to be a major link between liberal learn-

ing and enhanced self-concept and personal identity.

6
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We'do not claim that Alverno's traditional-aged students articu-

late these perspectives upon entry. They do' enter college with a focus

on preparation for careers. But the student constructions that ultimately

jystify learning as relevant to career or professional roles seem to be

1
an outcome of the dialectic between students and the learning priicesS.

Alverno students understand the value of education as preparation for

work, a concern which has become more and more dominant among students

in college. While students in the 60's and 70's pressed for relevance

of learning to social justice and social action, students in the 80's

are pressing for.., relevance of learning to careering after college.

Alverno stucignts who, for the'most4part, do not come from college edu-
A

.
sated families begin by valuing college education as preparation for a

particular kind of work and the quality of life ap.sociated with college

education. The educational process builds on this value, assisting

students to a more sophisticated justification of liberal learning in

relation to career or professional roles. They become aware of liberal

learning as contributing to well- roundedness and the broadening of mind

as well as intellectual and personal skills that function in a broad

range of life situations. In this way students are assisted to see

liberal learning not merely as technical education for one's profession,

but as a way to become a professional person.

It is possible that the learning experiences associated with the

demonstration of competence in a variety of disciplines and in multiple

settings create the kind of cognitive conflict\, that challenges students

to come to understanding of learning as more than technical preparation

for a career. Students soon find that they must complete courses and

assignments that are not obviously career relevant and toward which they j
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might feel "I am not interested in that." The conflict created
Cd

stimulates students to rationalize the contribution of such learning
a

experiences to educational goals. Through this experience the student

may come to understand that one intended outcome of leargAngeis well-

roundedness or the broadening Of one's mind -- issues of personal

0

growth. For many students, this outcome acquires a positive value in

itself. While students may fail to see the value or relationship of

some aspects of liberal learning to their technical field, this experi-

ence is criticai_in challenging them to begin to infer future, more

abstract and broader benefits of college, and to relate these outcomes

to a concept of self and professional. development. The concept of well-

roundedness is assimilated to the student's conception of professional-

ism and to becoming a professional person.

Perhaps the first step in assimilating "well-roundedness" to one's

concept of -self and "becoming a professional" is in beginning to under -

\
stand the value of college for personal growth. 'That this may irlfat.,

be the case is suggested by student descriptions of the ways they use

learning in everyday personal experience, and by their perceptiofis of

their own growth and change as a result of being in collect. Such

immediate benefits probably reinforce the ability to infer ways in

which learning will later contribute to professional effectiveness and

professional identity. The discovery that one can use learning to help

solye the everyday problems of transition to early adulthood nay give

the student confidence in the meaningfulness of the learning process,
_AA

and become a powerful motivator for staying in college.

We believe that the assimilation of well-roundedness and personal

growth t9 the concept of "becoming a professional" turn contributes

el
-6 --L.)
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We are interested, however, in how such development hegins. We gain

insight trorl examining how students Inidertand releaece. This hegies

with how the, understand the learning process, how they understand

«tmpet enc c ;Ind I i na 1 1 v hlLw t lire; under t,tncl t he re I cyan.. c t. t mire t ence
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wou Id I Ike to poi [It tilt throe way,-; students seem to understand
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ink Itow pert Linn. That. is to say, students understand learning as
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We regard this series as developmental. It appears that students begin

to understand competence categories, ru , skills and processes.

At this point students may perceive the competences as "extra Learning"

because they Lend to dichotomir.e learning into "content reLnted to my

career" and "competcntcs which are extra here At Atverno." Seeing tom-

puIcli c, ru111.11 1y Cpn I,r 1,10, I01 per I valance [nay help cletx

Li 1,, I I ICI: c v./.1 Lek_ c, pyl)Ce 01.

.11,, I y s_ L.. 1

.1L

0c t 1 Of 1 1 1 ..1A,

1 1 t 1 t I t li..1110 be L NI

/1, . L L dIre,Ily oh-

-.1t2 r V c t Ic pi ..L1 1 I) t I t.1 H 1 :IL_ u I t y int (.2r a strident IS

:11) i 1 i ir!' 1r11m h.t- p1 1

t he 'abst rac t c,a t rut t

t he st 1de111 comes to kinder-mit ,lnd

ulpe t e:we by cXper ienc ing and ob:;ery ing her

own per I I t sIcot t hdrlit s nerd I }treat dell ol experience

k.1, 01.'11 t I 11.111.t, t C11, e I ut.. 1,1,1111r, 1.10 I y 1.1w, I 1 clt

r It 1 1 ?`, I it. I 1 1

I 1,11

L I
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In the early stages, the basic view of the competences interprets

them as ways of looking at things, ways of understanding things, ways

to be aware of what is important. While some students apprehend the

interrelationships of the competences, the more likely perception is

that competences guide action in specific personal and prolessional

1 1 41 at

11 4,4.4 N44.4 Il,.lc 1.1.1.1t 11," 1 .1 41 4111,1t- L.111 I I '14_!,4-,

I Qr, .

..+ j' .

.,L.14.1 1,t., 1 _ (41_ 1 44114... 41 1 41 ( L, 1 41441,1 y

it: A4_ t,4tia mull 1.1) , 1 14)1 1:-; S ZiLCCI another way, we
S

might say that being able to Apply learning throfigh performance

in immediate personal and profe),;slunal situations during college opens

t udolit eye to the kinds of belle I It s to he der ived I rom 1 ibera I

;,;; 1 115,

.1 1 .14. v4 1 .4414,..t4 1 401. t

v.04114_, 11.4.111. I

.1, .111 int 1 t,ILc41

I t1. y A, ( 4 4,11- 111 1 r L AI 1..11 ( wt Jr(' eucouraged t o be 1 leve
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V

important construC.t is "learning to'learn," a term we have begun to use

with reference to how a student translates learning as process and per-

formance into performance that is appropriate to a particular context.

Indeed our alumnae interviews two years after graduation give evidonce

ot stu_h a procel occurring repeatedly in the work setting.

Ltt summaiy, Lompcten,e based learning seems to put the mystique

1 ilL,cal edo,atIou withtu the gra t of pel:i0r1S- whose untie COHLeili 14

hits putpobcn

aa Lttdeu tht_ ,tai L, ,..tittcnIttinlqug and Lhe

ability L., Inter, make tclat lo,ihips mid so on We have

seen how such educational goals can be assimilated to career goals

through a change in the concept of work as a set of technical skills

toward the concept of professional role and professional identity which

includes the'demonstration of more holistic competence. Clearly, the

dcgice LO whi,h stuh outtomes ale realiied by the traditional-aged

,tudeut varle,, and IL I, 11.0w our task ,Lo look at individual difterences

W, think It L, c:LaM11-1c Litc

LL:Lt. . 1 1 t.:1 1_ y..11

While ireoLt is tonc,rned with normativt than devel-

opment 11 t el-n;; , the data hint s 0 the possihi 1 ity of development al

'et

t I tLILL.;. BCC;111!' we ;IVO r.1) ,I.C111,i I y aware ot the di,tic'cl is het ween the

individual And her edtu itional experience, we heit.ate to idcniity causal

vartabic tot the pattelus we have !mind. We It , however (LI(

the aril It 1 point t hot I e.it i he( I inked to art ion. Thi

111111.(Idt.li it I he (.1111.11. 1t I ( (111111(.' t (11(. e. (11 1...1(1111('11 itt 11.1.1 t leuI

'.11 (,11 t(1%(1.11.1.1 .11 1 1,11 111 Ilse c,(ni ,I I a pt,le ; u i roil ILA 11 they

tte i4, achieve what Alvetno t() WAnt. hcItyr ttppttrlunil lei.

I 1 1 1 I/('' u I I d tilt1 linlle.. 111 I eli1 CI( I '.111(1e111 .11 1 t I ((de

it;
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show increased concern with practical benefits of college. Higher

education is in turn concerned that_ traditional liberal arts values

"--4)r learning will be Lost. This study shows that those values of

learning and personal gro4h can be developed along with values for

professionalism for students primarily centered on the relevance of

,_tdot_oLlon Lo work_

L(q1,AUS1011, t'et. fOLCh in this repoit,

.1 1.1.1.... 11L, 1,1 I, ,..11146 .1c 1 11,,-1 Ly ,A1 /Lt. t faLu1Ly. 141111._

1., ,111 I 1i1 ,1,1. 1 ad v laud i

1,_,t11,16 ,1

whale 16;aLnliw, r6Auvant_ Lo well roundedness and

professional performance. The probable means of conivcting Liberal

learning with professional performance is the linkage of Learning with

,i,ti,11 and the experienQe of be from demoni;trriting competence

k I I 111 I, 1,,
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STUDENT PERSPECTIVES INTERVIE

INTRODUCTION

As a beginning, I'd like to give you an understanding of the kinds of things
we'll be talking about, what you can expect and what I would like to knoWN,,,
about your college experience.

First, 1 want:it to be Lleat Co you that what you say here will be kept
confidential. No one but myself and Dr. MentkOwski will listen to this Cape.
When the tape is typed up, we remove any teaLureS, such aS names and places,
that Lould identify the speaker or anyone else involved. tven then, no one
(Ase is allowed to lead these e,,cepL for the research staff who are not
Alvetno students of fatally_ Sometimes parts of student interviews arc, us ,

<As examvles in t...po,ts of pr,,enidLious but ohen this is done we make
ch(t nothine, 1 inLlud,d that Lould possibly identity the student

AiVeln0 i h_ven't LCen working [lute v. ry I ht.g an t iL SeemS L" me Lfal
d 6,,_At deal L., be .ndersCo,d ab,AAL what they ,all the AlVeL-11., 1.ed,A-6

Process You may ha,. 60 make some things ,lear fur me as we talk. But
04what I am really interested in knowing is how you see things, not how Alvec'no

sees things or how other students see them. I'm going to want to know what
your educational experience has meant to you as an individual, how itehas
affected you and what you think about different aspects of your college
experience. And I'll ask you about this in i variety of ways.

Phis means LdaL yoa may haute Cu really stop and Chink dbout'Some questions
that you may never hdVe thought about before. I Want_ you and me to try to
identify the Ching;, Chat stand "ut as most lay,LlAnt LO you and to tty
understand why these things have been impoctant. So while we're talking
1111 give you time L, stop .,lid think qflenever you need to. Aud occasional!,
I'll ask yOU to 51.,1_, ,wd OU d pciaLiLuld, point I'd iike you to let

k..ow qu,stl-n isn I 1,di to you, and 1'11 le, you knoo whenev,.
P.., not t uudeibio A Widt you 1Le m,1 (kit% that I W,lit

here,. vu. LdIL . c,a1 unde(stanaing of yoo( inaivid"Al point ut view_

At LL, ol th iht,t blv you cc,, oppoLLUIll y dokc'Me anyt1,1ti
Chat life t- know about this, research o, anythielg that comes to mind.
For now, du you have any questions about what I've been saying?

. . .

I'd like to titan out by asking you how you would describe Alverno generally.
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1 How would ':ou Alveruo generally?
iprobe: Wh.it tilt flilool like? What'!, it like to go to school here?)

2A. What would you want to communicate Lu someone who was thinking about
coming to Alvelno as a new student'
[probe: W11,it would it be important tut them tw knowwhat should they
consider to make that decision ?]

would yk,li ,_,1111,1111,,Ill: (0 Whk) wac> thitikIng .1Lout
joining th, faulty'

j,;el the Muz,, uol L h.r le,i,"ing exp. tlence?

What dues it take Lu really du well at ,1,,d Alverno?]

1t._111./ like 111,11!

12 Why are they like that; du yu,1 think Chat that's Lhe kind of
person who comes here, or do you think they learn to be like that while
they're. here?

latter: How dues that happen?

It no or can't: sAy: Do you Chink students get to be more like the ideal
ttep-they've been here awhile?

Hvw dues that happL:

L yet. tk, ,\1 t, 1

t t. . 1.

Have known kid) 1,,An (110,,pen Out Ui transiericA

she thought Alverho wasn't right for her?

It '7es: What reasons did she give for leaving?

Why doyou think she lett?

Have you youtsolt cvcr thought about dropping out, or transierting?i,

It yes: When?

What reason!, did you feel you had 1OF leaving?
0

Whit rea!;orp; did you feel you had loi taying?
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A.

5. Do you find that your educ.ational experience at fl.\ierpo is any different
from high School or trom other talleges that you know about?' (How)

()A. How would you do.Stribe the rationale for the Alverno learning process;
'what do you thiA the edutational goals of this kind of progriam art?

(probe: Why would'Alverno,have [his kind of program instpad of some
othe'r kind? wiLit do you think' Alvetuo is trying o do for its students?]

Ird

From the st.,Andpcilnt. of Aly,thu what d6 ,.,, chink the ideM Alvetit,,
4

graduate would be like: i)

...

HOW do (Lc' Wa( U L

ally , t A, ,

onr_,ges 1,s

th c.[,L,h,

toa

4.N

A.L,t 6L.1" n1 ,t,
doe:, it seem any diffent Lc, yep row than it dimai tne b,gioning?

(probe: mean, when you tirst came here, you yrubajly had a first

impression of Alverno and what IT,. was like to be going to echool here--

has Olaf, pictre changed now that you've been here for awhile?

NOTE--be sure tttudent understands that you mean Co compare her present
impression with her impression dututg tor first weeks. or months, not

her impression before arrival.)

. t , 1 I i 11 ) , l.s tied.

anyLkin?; tl..It ,taus:, o-L lu your ..lnd that icoity a4e a,l impLesSioLl

on you and intlta,tat,e you! (pc:4-ilbe,

11 t 1 1. 1 .. 1 . I 102 11. t 1 11, . .1.,

rhut ha e a o.,uI d I t y,u 1 ,tinl,?;!

[pi ate: Is tbctc Alveln. 1.

well I've ludIlWd but...luSe of tb,,t?)

lo have yon rh;n11Le,1 1,, the way. ),,u ,ipplonck Ueet,

here? (How)

If des: What du you think mirrie you change?

Since you've gotten to know more -and more about the.Alverno,program, how
have your at t i tuthts toward the progilatit.changed

Why do you think that has happened?

(lave your own change:; pill' aft rt iitiA ,1I I CC t ed your t,Irninit?, (How)

.

O

8'34
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Ida. What kinds of challenges has being at Alverno created for your? (More

.
.

b. Have there been any times since you've been here Whe'nyOu'vereally felt

'unsettled about something? Did anyone or anything. Make youHfeel Urrcomfortabla?
J -

H.

Was it resolved?

Hies: How ,did you resolve that?

Was Chere anything about Alverno itself that 11(11ped you resolve it'?

What,aboutdriOrt now, is there anything that you're feeling unsettled aboUt

right now?' (What?)

It yes: How.do you thitrk that might become res.olved?

Jr

Is Alverno tic' I p i to; you resolve. it in any way? (How).

Do you think that you have created any challenges for' Alverno? (Explain)

How.did Alverno respond to your challenges?

Do you -feel, then, that you've influenced Alverno at all--even in a

small way?

'Do students have rights as learners here at Alverno!

If yes: What are these rights?

Do students.intluence the learning process?

It yes: How doev this happen?

It no: Why not?

1,A. Are there in which you I elt thatever the institution was

;10[. I s i r WiLd you'

[probe: I r,cun ,Alcu you really thougfit Alverno 4/usn't. living Up to its

ro.s,donsibility t o 700!1

Aiverilo livt_si up to its promises,

2,1vt-u,) do ,:iourh 1_0 woke lt',ir to you 01.: that yo,1 £0,

know III ON.ILC H, %.tkc 1aport..lut'd(:(-1-;lous uhouc your pru.,;rd::1 unit other.

e!u,:,iLi_on11 ,

whu: You found Alverno s efforts Cu do (his adequate or

.1n,idequaLe

I
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L5. If you could have your pay, how would you want\to change Alverno to make
a batter program or better learning atmosphere?
[note: If necessalry, .direct student away from utopian fantasies and
financially contingent changes like "there shouldn't be any tuition" or
"we should have a student union like UWM's"--In other words, limit her
to changes she believes are feasible, e.g. you could say: 1:)& think

Alverno could really do that? Well, what do,you thi9k they could do to

make it better ?]

16a. Now I'd like to talk a little bit about what being.heremeans to you
with respect to your own personal goals and values. And I'd like to

begin by asking you why you decided to go to .college

N. Why did you decide on Alverno; What kinds/of things influences your

decision?

lia. What major goals did you have when you entered Alvernti?

HaVe any of those goals been achieved?

It yes: What did Alverno have to do with that?

If no or not yet: Are you any, closer to achieving, any of them?

It vcs: What did AI, have to du with that?

It no: What do yu. 7hink t woul taketo bring you closer?

b. Have your goals,changul AL all since you came here--for example, do you
lave any goals yAu-didn't'havo before, or do some gedls seem less
w. twhile now? (1 ?)

yr"

If yes: Did your experiences at Alverno have anything to do with that?

What iSjhu value of Alverno with tespect to your present personal and
career goals; in other words, how does coming here "make sense" as a
co,ntribution Co your own goals?

Do you see any'kind ut relationship between your education and your
.personal life:, do things carry over from one part of your life to the

A
other or 400chesc- parts of your life affect each ocher in any way or

arc they more or less separate? (Describe)
III student mentions Inly one direction of influence ask for the other,
e.g. "and 'do yvu feel your personal life (affects your leat'ning ,it

If separate: Can you'desoritic that for me; what kinds of things are you
concerned.with at school and what other kinds of things are ()L1 concerned

with outside of .s,nool?

Does whit you're learning at sc.hfol itect the i.,dy you approach

your joh or other work otcperience like (Y or clinical work or ticld

expexience; iu. it ot dny immediate value Co you it %.:0/-4(7)

:lo(.'5 your wo; e .(a-ie:ne:have any ottect on wiy you approach h rn-
,

ing, at scnoo.

81
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20. How'would you describe yourself at this point in your life?.

21a. Are there any Ways in which you, as a persoh, are different than yOa"it

were before, as a result of your experience at Alyerno? (Describe,

Do other people ever tell you that you've chang.ed since you've been here
or do they respond to you differently than they did before?

If appropriate: What do you'think caused the changes, you describe?

(
"h. Again, if you could have your way, what kinds of changes in ypurslf

would you like to result erom your educational or career experience?

Do you see this kind- of change as pons -ible or probable?

What do you think it would take to make this kind of change?

Do you ,feel competent?

Which competencies do you value most?

Why these?

23a. What kinds of questions are you asking yourself right now?

b. What challenges do you see for yourself now e, r in the near future?

Of all the things that you can recall, what- -really cores home to you about
your past year?,

0
1.

tx
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These questions are printed at the bottom of each page of the interview

so that the interviewer has them ,betore her at all times.

Through probing, it is hoped thatthe Student's most sophisticated thinking.,9bout

a question will surface. .It is important to realize that a student who is highly

sophisticated will say many of the.thingS that less so isticated students will. A

It is therefore veryo,important to probe so as to elicit more than 'common ,

responses where possible.

HOW?

WHY?

WHY IS THAT IMPORTANT? 4

HOW DOES THAT HAPPEN?

WHAT DO YOU MEAN BY THAT?

CAN YOU DESCRIBE THAT A
MORE FOR ME? ,tz,

YOU MENTIONED . CAN YOU
CLARIFY THAT A BIT FOR ME?

HOW IS MAT ImPORTANT FUR

JUST oFF THE TOP OF
HEAD...

'

COULD YOU FOCUS ON FOR ME?

I'D.LIKE TO,FOCUS ON FOR JUST A'
MOMENT

HOW DO YOU FEEL ABA THAT?

CAN I BRING YOU BACK TO

I'D LIKE TO B1N,NG
."1

YOU BACK TO

WOULD YOU BE WILLING TO SHARE THAT
WITH ME?

COULD YOU .GIVE, ME AN EXAMPLE?

ANYTHING ELSE?

WAT DO (DID) YOU THINK ABOUT THAT?

a

4
G
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SOME QUESTIONS USED IN THE DESIGN OF THE STUDENT PERSPECTIVES'INTERVIEW

1.

How dO studentS. characterize Alverno?
"

.
Why did the student come to collet! and wh/y did s,he choose Alverno

Whit kinds of sacisfact on's does the student expect to:obtain.Erom

participation in the -ucatiAal system? b .

4. What kinds of immediate satisfactions does the student obffain frorm

her participation in the educational system?'

5. What educa &ional values does the student express?

6. How does the student understand her rolo-as a student? 1

r 40"

7. How does the student understand dhe faculty role?,

8. How does the student describe her learning?

I,

9. flow does the student understand and characterize competqncebased.

learning?

10. How does the student:pc.trceive the rationale fir the Alverno Learning
i

Process?

11. How does the student perceive the institutional values?

212. What are the experiences within the educational environment that- ,,,,_,,

`generate conflict for the student and what are the issues of conflict?'

41.

13. How does the student describe her persoal and intellectual dveloprtien4

14. Howdoes the student desgibe her professional development?
,

15. Wlaat kinds of expericAnces does the student describe as ihiffuent01.:

to her development?'

16. How does the student-describe the relation of her education and her

work experience?

17. How does the student understan4. the relation of her education to her

career objectives?

18. How dues the student dcr
pkorsc 1 life?

the relation of her education to her

19. That. Are the student' r,oals and expectations after colle1(0

What are the studenC!4 (hie'A ions and concerns about the future?
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21. How doesithe student define what has been fair and unfair treatment

by th'e college with respect to her own experiences?

22. What rights does the student believe accompany her role as a student?
4,

23. How does the studeht perceive her capacity to influence her learning

environment?

24. What kinds of satisfactions does'!the student obtain from her

participation in the educational system?

I

25. How does.the student describe her development?' ,

2. t kinds of experiences does the student describe as influential?

I27.
new awarenesses or insights does the student attribute to her

ege experience?

28. How has the student related her. education to'her work experience?

,29. How' does thc student escribe the relation of her education to her

personal .rife? .4

10. What arethe.:stbdent's goals and expectations after collqge?

31. What are thestudent's questions and concerns about the future?

O

4.

- 5
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